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Abstract
This study focuses on the role of attitudes and
motivation in EFL learning among Chinese students at the
te?rtiary level. It is contended that both attitudes and
motivation are multi dimensional and that the study of
one? dimension (e.g. strength of attitudesmotivation)
should have other dimensions under control. Moreover,
the nature of the strength of attitudes or that of
motivaition is believed to be polarity-sensitive (i.e.
attitudes and motivation vs. stereotypes and
inhibition). Implied in these arguments is the belief
that 1) the learning of English by Chinese students in
an FL setting is different from most of the empirical
studies conducted in St. or bilingual settings, and 2)
negative attitudes play a role in FL learning. The study
was designed and carried out on 77 Chinese EFL. students
using a direct questionnaire of affect and a cloze test
of overall proficiency. Results of multiple regression
analyses indicate that students in China are mostly
motivated by educations—psychological factors (e.g.
interests, self—confidence, self—perceived level among
peers, and anxiety), except for one factor, resistance
psychology, which is a socio—psychological one. In
addition, it was found that the English majors'
psychological process in EFL learning is different from
that of the non—English majors, and that motivation is
more related to proficiency of the non—English majors
than to that of the English majors.
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CHAPTER I
Introduction
I.1. Introducing the Problem
II1 The nr ob 1 em
The perplexing riddle of why, given the same physical
conditions of learning, some learners achieve near-native
proficiency whereas some others never do, has haunted
researchers and teachers alike for a long time. A number of
explanations have been offered to account for the variation
in secondforeign language achievement. Among these are:
teaching methods, general intelligence, language aptitude and
various affective factors. Teaching method is probably an
aspect which has received the most attention and debate. As a
result, a vast amount of teaching materials and textbooks,
along with a quick substitution of teaching methodology (from
Grammar—Translation method, Direct method, Audio—lingual
method, Audio-visual method, aill the way to the relatively
recent FunctionalNotional Syllabus design, the Silent Way,
Suggestopedia, Total Physical Response, and the Natural
Approach) have been advocated, tested and compared. Yet no
method has produced evidence to show that all students
progress in the same way.
Common sense tells us that clever students learn
everything well. In other words, foreign language achievement
must have something to do with intelligence. Gardner and
Lambert (1965) demonstrated a significant correlation between
IQ scores on verbal meaning, space, reasoning, number, etc
and the achievement: of French as a second language, as
measured by reading, vocabulary and grammar. Genessee (1976)
reported a significant correlation between reading and
language usage and IQ level, but no correlation was found
between IQ level and listening comprehension and
interpersonal communication skills. This suggests that only
to a certain extent is general intelligence related to second
language proficiency.
Following a widely-held belief that some people simply
have a knack for languages, Carroll and Sapon (1959) tried
to account for individual variation by measuring the knack
and developed the Modern Language Aptitude Test (MLAT) with
the contention that people differ in foreign language
aptitude in terms of the rate or ease of learning. Research
thereafter has accumulated evidence that scores on the MLAT
usually yield correlations with criterion variables in the
range of .4 to .6 (Carroll, 1981), showing that foreign
language aptitude is, to a certain extent, related to the
variance in foreign language proficiency, but that aptitude
is not the sole variable that influences proficiency.
Another approach to the issue of individual differences
focuses on the affective aspect of second language learning,
the aspect of learning that determines the extent to which a
learner is open to various target language input, theorists
advocating this approach have claimed that learning another
language is either at the heart of social psychology
(Gardner, 1983) or to take on a new identity (Guiora et
al., 1972). Whether this is the case remains to be seen.
Theories and empirical findings along this line will be
examined later.
1.1.2. Purpose of the present thesis
It is the purpose of the present study to examine the
various affective aspects, focusing on the motivation and
attitudes of Chinese EFL university students, so as to see 1)
what motivates the Chinese EFL learners; 2) how attitudes
influence the learners' motivation; and 3) how motivation
relates to EFL proficiency. In so doing, emphasis and doubt
will be put on Gardner's theory which has been so established
that no SLFL learning theorist can afford to overlook it
when formulating his own theoretical framework.
1.2. Locating the Affective Domain
1.2.1. Factors influencing FLSL achievement
To map put variables influencing individual differences
in learning, the following taxonomy (Figure 1.1) is drawn up:






















Input is the precondition for any learning to take
place; its source, quantity, and quality will determine the
extent to which a learner will achieve in the long run. There
are basically two sources of input: natural exposure to the
target language and formal teaching of it. In a word, input
defines what language data the learners are exposed to and
how it is taken by them. Learning another language is a
process wherein the input is accepted and processed. The
process defines how learning takes place, how much of the
input becomes intake, and what input becomes intake. There
are two facets in the process of human learning, the
cognitive and the affective domaxin. The input is processed by
going through affect, the psychological state of readiness
to take in or reject the input, into the general and specific
human capacities, i.e. the cognitive domain. Proficiency is
the end of learning as well as the beginning of more
learning, i.e., it is what the learner has achieved and it
determines whether more learning is possible or needed. The
above analysis shows that if we are to answer the questions
of who is the goodpoor language learner, and why this is so,
we cannot afford to neglect the study of the affective
variables.
1.2.2. Fusions and confusions in the affective domain
Quite a few theories have been proposed and many
empirical studies have been conducted in the affective domain
of SLFL learning, and yet neither of the theories nor the
studies have been satisfactory or substantially convincing,
owing to some contusions in researchers on the nature of
affect. For example, the following terms have been used
Interchangeably as if they are the same thing; as a result,
some of the terms are usually confused.
affective factors (Brown, 1973; Schumann, 1975;
Oiler and Perkins, 1978a;
1978b; 1978c; etc.X
attitudes or
attitudinal factors (Krashen 1978; 1981; 1982;
19E35; Oiler, 1979, etc.)





















(Dulay and Burt, 1977)
(011er. 1979)
Do attitudinal factors cover the whole spectrum of social
psychological factors? Are social psychological factors
the same as affective factors? Are attitudes and social
psychological factors not referred to as affect in the SLkL
learning process?
In order to make the stage tidier before any argument
is put forward in the affective arena, Figure 1.2. attempts
to reclassify the affective vairiables that have been
disicussed in previous research.
Figure 1.2. Re-classification of Factors






















Research has hitherto investigated two main categories in the
affective domain— the motivational variable's and the
personality variables. The first category of research hais
focused on the socio—psychological perspective of motivation
and has been proposing that positive ethnolinguistic
attitudes are crucial to SLFL learning. What has to date
been largely neglected in this category is the psychology of
the individual learner, his psychological process of learning
an FL in the classroom. The second category includes the
personality factors, among which introversionextroversion,
anxiety, self—concept, and empathy, are the most frequently
studied, aspects. The advantage of this branch of research is
that the learner's individual psychology has been given much
more weight. What impedes the branch of study is that too
much emphasis has been placed on empathy and ego-
permeabi1ity.
1.3. Defining and Discussing the Terms
Emphasis is given here to the crucial terms used and
discussed throughout this study, so as to highlight the
problem areas that are to be taken up in the following
chapters and to pinpoint the differentiation of some of the
terms in this study with the same ones in previous studies.
Affect
The process of learning is usually regarded as having
two aspects, a cognitive aspect and an affective aspect. The
former determines what is learned, while the latter explains
how it is learned by whom. As has been indicated, two main
research traditions have dominated the affective domain of
studies in second language acquisition, namely, the study of
various motivational and personality variables.
Attitudes
A definition of the concept of attitude that is
regarded as classic in social psychology is the one by
All port (1935):
an attitude is a mental and neural state of readiness,
organized through experience, exerting a directive car
dynamic influence upon the individual response to all
objects and situations with which it is related.
Attitudes are believed to embrace a cognitive, an affective
and a conative component, which makes it possible to have
attitudes measured. Gardner (1985) thus define attitude
operationally as am evaluative reaction to some referent or
attitude object, inferred on the basis of the individual's
beliefs or opinions about the referent (p.9). Further,
Gardner classifies attitudes along three dimensions (pp.40-
42),, First, some attitudes are specific while others are more
general. E.g. attitudes toward learning English are more
specific whereas attitudes toward learning foreign languages
are more general. Second, attitudes can also be classified
along a continuum of relevance to second language
acquisition. e.g. Attitudes toward learning the target
language might be more relevant than ethnic attitudes toward
the target language speakers. Third, some attitudes are
educational in nature (e.g. attitudes toward the teacher or
attitudes toward the second language course) whereas others
might be regarded as social attitudes (e.g. attitudes towaird
the target language community).
Motivation
According to Gardner (1985), motivation in lamguage
learning refers to the extent to which the individual works
or strives to learn the language because of a desire to do so
and the satisfaction experienced in this activity (p. 10),,
Therefore it is operationally a combination of three
components: the desire, the effort, and the favorable
experience. Moreover, motivation is goal-directed.
Gardner further maintains that the motivating forces
that underlie SLFL learning can be classified as either
integrative or instrumental, and that an integrative
instrumental motivation is e combination of an integrative
instrumental goal (orientation) plus the desire, effort and
favorable learning experience. The orientation is regarded as
integrative if the student wishes to learn more about the
other cultural community because he is interested in...
eventually being accepted as a member of that other group
(Gardner and Lambert, 1972:3). In other words, an
integratively oriented student wishes to interact and
communicate with members of the target language community
for social-emotional purposes. In contrast, the orientation
is regarded as instrumental if the purposes of the language
study are... utilitarian..., such as getting ahead in one's
occupation... (p.3). i.e. the focus of the instrumental
orientation is away from social—emotional contact with the
target community, emphasizing pragmatic reasons instead.
In the present study, the two types of motivation are
operational!zed as an integrativeinstrumental orientation
plus motivational intensity (MI), with MI adapted from
Gardner's desire and effort. It should be noted that while
the concept of integrativeness in this study is the same as
that of Gardner's, the measure of integrative orientation in
this study does not include an interest in the target
language, culture and interest in foreign languages in
general (Cf. pp.95-96 for discussion).
Educational psychology also distinguishes between
intrinsic motivation and extrinsic motivation. The former is
said to be guided by an interest in a task, whereas the
latter is cuided bv external stimuli. e.q. parental
encouragement, reward, and threat of punishment. Both can be
powerful determinants of successful learning so long as they
are strong enough, al though it is often believed that am
intrinsic motivation is associated with long-term success
while an extrinsic motivation is linked to short term
achievement.
Second 1anquaqe (SL) vs. foreign 1anquaqe(FL) context
Generally speaking, second language and foreign
language are used synonimously to refer to a non-native
lamguage. When distinction is made between the two, second
lamguage (SL) usually refers to two different situations of
lamguage learning. Firstly, it refers to the study of a non-
native language in a context where the target language is the
native tongue of the local community. For example, English is
regarded as the second language for a Chinese leatrning the
language in the U.S. Secondly, it refers to the study of a
non-native language in a context where the target language is
the official language andor the language of mass media and
education. For instance, English is regarded a second
language in the Philippines and India. On the other hand, a
foreign language (FL) would be a non-native language
learned in a context where the target language is primarily
learned in the classroom as a school subject. In other words,
the distinction between SL and FL is based on the context
where the target language is learned and on the status o+ the
language in a community.
The distinction is meaningful in that the process o?
learning an SL is in many ways different from that of
learning an FL. For instance, one would not expect that a
Chinese student learning English as a foreign language in
China is equally motivated by the same force as anothe?r
Chinese student learning English as a sefcond language in the
U.S. Similarly, the learning of English in the U.S. and that
in the Philippines would also be different. The present
researcher identifies the situations where the SL is learned
in the target language environment as true second language
settings, and situations of ESL learning that resembles that
of the Philippines as quasi-second language settings.
Socio-psyoholoqical vs. educationo-psychological variables
The present study distinguishes socio-psychological
variables from educationo-psychological ones. Both sets of
variables refer to the individual person. Yet socio—
psychological variables are those that are more related to
to how individual learners, in general, view and affect each
other and how they view outsiders in a given society.
Educationo-psychological variables, on the other hand, are
more educational in nature. They are confined to the
educational setting, i.e. the teaching and learning
processes. Among the 15 independent variables (cf. pp. 61—62)
in this study, integrative orientation, offense, resistance
psychology, negative ethnic attitudes, and parental
encouragement are clearly socio—psychological factors, while
attitudes toward learning experience, interest in foreign
languages in general, interest in the target language,
anxiety, attitudes toward the English course, attitudes
toward English teachers, and self-perceived level among peers
belong to the category of educationo-psychological factors
Vocationalacademic needs, Self-achievement needs, and
Interest in target culture are combinations of the two
variable sets.
The significance of this distinction lies in the
question of whether learning another language in a foreign
language context is basically a true social psychological
experiment (Gardner, 1983) or rather an educational
psychological experiment.
Resistance psycholoqy
Resistance psychology (cf. 91—93) refers to a form of
negative ethic attitudes. It is characterized by a
psychological resistance to target language speakers on the
conscious or subconscious level of the SLFL learners when
they perceive themselves as being offended by the target
people either at present or in the past Resistance
psychology is distinguished from negative attitudes and
offense in that negative attitudes are more general whereas
offense must be perceived before resistance is aroused. Items
5, 19, 33, and 47 made up the factor offense while items 6,
20, 34, and 48 made up Resistance psychology (SE?e Appendix
I-a or I-b).
14. Organization of the Thesis
Chapter I introduces the problem in question, traces
the location of the affective domain in the second language
learning process and defines the terms. Chapter II reviews
the related literature on a theoretical, empirical and
methodological level, spots problems with previous research
both in and outside China, and puts forward some hypotheses
to be tested. Chapter III describes the subjects, materials
and analytical methods used. Chapter IV presents the results.
Chapter V discusses the research findings. And finally,
chapter VI concludes the thesis by summarizing the findings
and their significance, showing limitations of this study,
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2..1.1. Theories of SLFL acquisition
The last two decades have seen quite a number of
secondforeign language learning theories. It is the purpose
of this section to review briefly four models which are
relevant to the present thesis in order to see the role
affective factors play in secondforeign language learning.
A. The Monitor Model
Stephen Krashen (1978; 1981; 1982) posits that adults
have two means for internalizing linguistic rules of a second
language, i.e. the? subconscious language acquisition and
conscious learning. Second language acquisition is very
similar to the process children go through when acquiring
their first languages. It require natural communication and
meaxningful interaction with speakers of the target language.
Language learning, on the other hand, is the process of
conscious rule learning. The monitor is viewed as a
conscious grammar that can be activated during language
production. It can be utilized to change the output, either
before or after an utterance is produced.
Basically, there are three postulates in Krashen's
Monitor Model that are relevant to the affective or, to use
Krashen's term, the attitudinal domain. First, Krashen
argues for the presence of an affective filter (cf. Uulay and
Burt, 1977) (See Figure 2.1 below). It is argued that hearing
a second language with comprehension is necessary but not
sufficient for acquisition to take place, the learner must








Figure 2.1. The Affective Filter Hypothesis
(From Krashen, 1981)
Those that have strong filters will have less intake and
hence acquire less. Attitudinal factors, according to
Krashen, have two roles: one is that they encourage intake
(instigator, cf. Gardner 1985); the other is that they
allow the acquirer to utilize this intake for acquisition
(filter). In other words, attitudinal factors determine
1) whether or hot the student avails himself of more language
input, and 2) whether or not he opens his affective filter.
It is obvious that if the filter is blocked, little or no
input becomes intake, consequently resulting in low or nil
proficiency. Second, Krashen asserts that affective factors
relate directly to acquisition and only indirectly to
conscious learning. As language aptitude involves cognitive
abilities, it is related directly to conscious learning and
indirectly to subconscious acquisition. Granting the validity
of the two assertions above, Krashen further posits that
attitudinal factors and motivational factors are more
important than aptitude, as conscious learning makes only a
small contribution to communicative ability (1978:9).
B. The Acculturation Model
There are two aims in Schumann's (1978a; 1978b)
acculturation model. One is to identify and classify as many
as possible factors that are involved in the second language
acquisition process, the other is to determine which factor
or factors among those identified are more important in that
they cause second language acquisition, and which factors are
less important in thait they serve only to moderate the
effects of the causal factors. Schumann's taxonomy of factors
influencing second language acquisition include social,
affective, personality, cognitive, biological, aptitude,
personal, input, and instructional factors, among which,
Schumann contends, only two, namely, social and affective
factors, are significant causal variables in second language
acquisition (SLA). A combination of these two factors forms a
new variable labeled acculturation, representing the
social and psychological integration of the learner with the
target language (TL) group (1978a:29).
Schumann argues that any learner can be put on a
continuum of acculturation from social and psychological
distance to social and psychological proximity with the
target community, and that the degree the learner acquires,
the SL is determined by the degree he acculturates. Figure
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Figure 2.2. Relationship between acculturation
and second language acquisition
(Adapted from Schumann, 1978a)
Furthermore, Schumann distinguishes between two types
of acculturation. In type one acculturation, the learner is
integrated with target language speakers and develops enough
contacts with the TL group to acquire the TL. In addition,
the learner is said to be psychologically open to the TL so
as to allow input to become intake. Besides the
characteristics in type one acculturation, the learner in
type two acculturation desires to adopt the life styles and
values of the target language community. The distinction is
made in order to emphasize the fact that social and
psychological contact with the TL group is the essential
component in aicculturation... and that adoption of the life
styles and values of the TL group... is not necessary for
successful acquisition of the TL (1978a:29). In other words,
positive attitudes toward the TL group and psychological
identification with the TL speakers are not necessary in
second language acquisition.
C. The Socio-Educational Model
Gardner 1979; 1983; 1985) argues that learning amother
language, unlike the learning of other school subjects, is
unique in that it is a process of acquiring symbolic elements
of a different ethnolinguistic community, which involves
imposing elements of another culture into one's own
lifespace. As a result, the student's harmony with his own
cultural community and willingness or ability to identify
with other cultural communities become important
considerations in the process of second language acquisition
(1979, p. 193). It is with this in mind that the socio-
educational model is proposed (See Figure 2.3. below).















Figure 2.3. The Socio-Educational Model
(From Gardner, 1979)
It is obvious that Gardner outs cultural beliefs (as is
referred to by expectations in the minds of teachers,
parents and students concerning the entire second language
acquisition task) in such a prominent position that it
determines the importance of all the four types of individual
differences identified in terms of their relationship to SL
acquisition. Obviously, the social milieu is the category
where Gardner's notion of attitudes lies. The model further
proposes that the individual difference variables will
mediate the extent to which learners achieve the outcomes
(linguisticnon-linguistic) within the second language
acquisition contexts. The major attention of the model is
laid upon the individual differences as they relate to the
outcomes, and both the social milieu and the SLA contexts
function as causative and moderator variables in the
relationship. In return, the extent to which various outcomes
are achieved will influence at least some of the relevant
individual difference variables as well (Cf. Figure 2.5
below, p.29).
Gardner's model suggests that intelligence, language
aptitude and situational anxiety, independent of each other,
are all independent of motiveition in terms of their relations
with second language outcomes. In addition, it is assumed
that both intelligence and language aptitude are linked
directly to formal language training and indirectly to
informal language experience, while both motivation and
situational anxiety are directly associated with both of the
two contexts of second language acquisition. It is implied
that positive social attitudes are directly linked to
motivation which in turn is directly linked to the outcome of
second language acquisition.
D. The Intergroup Model
The inter group model was -first proposed by Giles and
Byrne (1982). It is based on the theory of social identity.
The central theme of this model is that developing or
maintaining a positive self-image is a major motivational
force. This self-image, it is argued, comes primarily from
the learner's awareness of his own group membership, i.e. his
social identity. It is postulated that people evaluate
thefmselves in terms of identifying themselves with their
group and making comparisons of their own group with others.
When the social comparison results in a negative self-
concept, people tend to adopt a number of strategies in order
to change the result.
In this model, three aspects are identified in
discussing the salience of ethnic identification: ethno-
linguistic vitality, perceive group boundaries and multiple
group memberships. The thesis is that acquiring a second
language needs some form of identification with the target
community. The three aspects above can be illustrated in
terms of five propositions:
People will see themselves in ethno—
linguistic terms and strive for positive
psycholinguistic differentiation from out—
groups when they:
1. see themselves strongly as members of a
group with language an important dimension
of its identity;
2. regard their group's relative status as
changeable;
3. perceive their ingroup's ethnolinguistic
vitality as high;
4. perceive intergroup boundaries as hard;
5. identify with few other social groups, and
ones which offer unfavourable social
comparisons (Ball and Giles, 1982:5).
Starting -from these five propositions, two groups of




















Figure 2.4. The Intergroup Model
(From Ball and Giles, 1982)
Subgroup A are those for whom the five propositions are
true whereas subgroup B are those for whom the five
propositions are false. The model posits that members of
subgroup A will show a fear of assimilation and are often
unsuccessful in second language learning. In feedback,
subgroLip A members would perceive their learning outcome as a
means of maintaining their own cultuiral distinctiveness. It
would be perceived by members of subgroup B as failure and by
the OLitgroup as an indication of inferiority. On the other-
hand, subgroup B members are said to be integratively
motivated and would be relatively more successful in second
language acquisition, as they wouild seek informal learning
opportunities instead of sticking on the formal classroom
situaition. This result of learning would be seen by members
of subgroup B as success and hence increase their motivation.
It would be perceived by subgroup A as an indication of
betrayal and by the outgroup, i.e. the majority group, as a
challenge to their social distinctiveness.
It should be mentioned that one of the categories in
this model, ethnolinguistic vitality, referred to as that
which makes a group likely to behave as a distinctive and
active collective entity in intergroup situations (Giles et
al. 1977:3063), has received the most attention. It is argued
that the perceived ethnolinguistic group vitality is
important in that it reflects inter-ethic attitudes which
influence an individual's attitudes toward the target
language, which in turn affect his motivation of learning.
In short, it is suggested that motivation is central to
success in second language learning and that motivation is
largely constituted by a positive self—concept which is
primarily derived from one's identification with a group and
the perceived ethnolinguistic vitality of that group.
Summary
Table 2.1. presents a comparison of the four models
discussed above in terms of their terminology, theoretical
baisis, content of affect, function of affect, context of
application, and relation to SL achievement. As can be seen
from the table, each model has its own focus and is at the
same time common to the other ones in various important
aspects. Krashen, for example, seems to draw an equation
between attitude and affective variables (1981:21).
Schumann coins the term acculturation -for a compound of
social and psychological factors, and Gardner simply puts
attitudes and motivation together and labels the factor as
attitudinalmotivational complex. Giles does not have a
special term for affect, but he obviously takes social
identity as motivation and hence as affect.
Table 2.1

















































































The Monitor model looks at the SL acquisition process
in terms of the learners' linguistic development, whereas the
other three models observe the social psychological aspect of
second language acquisition.
Krashen does not specify what the affective factors are
and considers affect as the acquirers' orientation toward
speakers of the target language as well as personality
factors (1978:9). In the Monitor model, he only points out
the significance of the attitudinal domain and hypothesizes
how it might work on a theoretical level. The advocates of
the other three models, on the other hand, take social
psychological factors as the major source of affect, which
is, as I will arque later, not the whole picture.
The socio—educational model takes motivation as affect
and hence regards the attitudinalmotivational complex as
an instigator in the process of second language
acquisition. The other three models all take affect as either
an instigator that encourages intake or a filter that
allows the input to become intake.
The Monitor model and the socio—educational model are
meant to fit in both SL and FL contexts, while the other two
models only claim their effect within the second language
context where direct contact exists between the learner and
the target people, e.g. immigrants learning the second
language (the acculturation model) or members of a minority
group learning the language of a majority group (the
intergroup model).
All of the four models claim the importance of affect
as they relate to secondforeign language learning. Krashen
posits that the attitudinal factors are more important than
intelligence and language aptitude; Schumann takes
acculturation as the main causal variable for second
language acquisition; Gardner and his colleagues map out the
relation as such that positive attitudes are directly linked
to integrative motivation which in turn is directly linked to
achievement; and Giles et al. regard positive self-
identification as motivation which goes on to alter the
results of second language acquisition.
2.1.2. The Affective Forum
2.1.2.1. Two Traditions of Research in the Affective Domain
The affective domain is probably one of the few aspects
in second language acquisition theory that has received the
most attention. Since the landmark study conducted by Gardner
and Lambert in 1959, there have been lively debates in the
affective field concerning what the factors affecting second
language acquisition are and how they are related to second
language achievement. Basically, there are two traditions of
research, namely: a) research on the attitudinal and
motivational factors led by R. C. Gardner and his colleagues
and most recently joined by H. Giles and others; and b;
research on various personality factors represented by
Alexander Guiora and others at the University of Michigan and
elsewhere.
a) Attitudes and Motivation—a social psychological
perspective
This line of research was initiated by Wallace Lambert
at McGill University and Robert Gardner at the University of
Western Ontario. Their interest was first drawn by the fact
that the English speaking students learning French as a
second language in their bilingual program tended to
communicate more outside of class with French speakers and
hence achieve a high level of proficiency in French if they
had positive social attitudes toward French Canadians.
Lambert (1963b:114) was the first to put this issue into a
social psychological theory of language and stated that the
lEzarner's ethnocentric tendencies and his attitudes toward
the other group are believed to determine his success in
learning the new language. His motivation to learn is thought
to be determined by his attitudes and by his orientation
toward learning a second language (quoted in Gardner,
1979:194). Since then, a series of investigations have been
done to test and re—formulate the theory which suqqests that
favorable social attitudes toward the target language group,
developed in families, schools, etc., would lead to an
integrative motivation which in turn serves as the precursor
for making contacts with target language speakers. As a
result, the frequent use of the target language provides the
basis for the attainment of a high proficiency in the target
language. The other aspect of motivation, namely,
instrumental motivation, is thought to be less related to
social. attitudes. It is thus argued that when an
instrumentally motivated learner achieves his utilitarian
purpioses, his proficiency ceases to grow. In feedback, the
relative success in achievement would conversely reinforce or
hinder the further development of positive social attitudes





Figure 2.5. Schematic representation of the
relationship of attitudes to
motivation and achievement
(From Gardner, 1979)
Oiler (1981:14—6) identifies four stages along this
line of research. The first stage is characterized by the
idea that positive affect results in more learning. In the
second stage, a question turns up that achievement might well
be the cause rather than effect. In the third stage, it is
suggested that the relationship between affect and learning
must be a dynamic and bi-directional one and it may well be
even more complex. The fourth stage starts with Gardner's
(1979) newest form of the socio-educational model (cf. p.20),
which incorporated all previous findings and based itself on.
the theories of social psychology.
Confronted with the seemingly ever—lasting
discrepancies along this line of research, other theorists
(Schumann, 1978a; 1978b, Giles, Bourhis and Taylor, 1977;
Giles and Byrne, 1982) have modified the original conceptions
and formulated other theories of second language acquisition,
taking again social-psychological -Factors as the primary
motivating force. The major diversion of Giles' and
Schumann's theories from Gardner's is that the former make it
clear right from the very start that their theories can be
applied only to the second language setting (See p.25, Table
2.1 for the four SLFL learning models).
b) Personality variables—focusing on individual learners
Another traditional line of research in the affective
domain has dealt with various personality variables. To date,
there has not been a comprehensive theoretical model that
maps out the relationship between personality attributes and
SLFL acquisition. F:esearch along this line has been
relatively fragmentary. What is already known to us in this
area is that some specific personality attributes are linked,
in one way or another, to second language acquisition. Among
the personality attributes hitherto investigated, four have
received the most attention: sociability (introversion
extroversion), empathy, anxiety, and the ego (self—concept).
It is the general impression that extroverted and
sociable students should be more successful in learning a
second language than their introverted and reserved,
counterparts, simply because the extroverted ones would seek
more chances to communicate with others in the target
language. However, research to date has not .supported this
assumption.
Empathy, the ability to put oneself into another s
shoes, as it were, in interpersonal situations is believed to
influence second language acquisition in that the more
sensitive an individual is to the feelings and behaviors of
another person, the more likely he is to perceive and
recognize the subtleties and unique aspects of the second
language and incorporate them in speaking (Taylor et al.
1971. Cited in Gardner, 1985:35). As has been commented on by
Schumann (1975), the ideas above are intuitively appealing,
but they lack empirical verification.
Another factor that has been much investigated is
anxiety. Researchers (Naiman et al. 1975) seem to start with
the belief that high levels of anxiety would deter second
language achievement of the learners. Unfortunately, research
evidence again suggests that the relationship between anxiety
and second language achievement is more complex than is
expected. This complexity is later accounted for by
researchers when they subdivide the term anxiety. Some
(Gardner, 1985; Horwitz et al. 1986) contend that general
anxiety does not play a role in second language acquisition
while situational anxiety, referred to as those anxiety
reactions aroused in specific situations involving the second
languaige (Gardner, 1985:197), does. Others (Scovel, lV8)
distinguish between two types of anxiety— facilitating
and deibilitating anxiety, and argue that the first kind ot
anxiety would be essential for SLA to take place whereas the
second type stimulates the learner emotionally to adopt an
avoidance behavior.
The fourth factor is the. ego, the self—concept. No
one would deny that the self-esteem and self-confidence of
the language learner could have something to do with his
SLFL achievement. Guiora et al. (1972) introduce further
another related psychological construct— the language ego
which is said to be developed in parallel to the Freudian
notion of body ego. It is asserted that once the formation of
the language ego is completed, the permeability of language
boundaries, as opposed to the physical boundaries in body
ego, is sharply restricted. In other words, learning a second
language is to take on a new identity, which challenges the
learner's existing language ego. Thus, learners with high ego
permeability will be those that are more empathetic and less
threatened and ultimately more successful in second language
acquisition.
c) Oiler the Challenger
From 1959, when Gardner and Lambert first published
their article which initiated a whole line of research into
the motivational aspects of SLFL learning, to the late
197'0's when Oiler and his collaborators launched a series ot
studies along the same line, twenty years of research had
produced all logically possible results (see p. 44) in terms
of Gardner and Lambert's fundamental concept of
integrativeness and instrumentality, as well as the
inconsistent results concerning the importance ot ethnic
attitudes as the primary motivating force underlying the
SLFL learning process. Yet the inconsistencies had all oeen
consistently claimed to prove Gardner and Lambert's original
conception that the learner's favorable ethnic attitudes lead
to a powerful integrative motivation which in turn
anticipates success in SLFL learning. In fact, the idea has
been incorporated into almost all SLFL learning theories,
and moreover, even the very term of attitude has been used
by some researchers (e.g. Krashen, 1978; Oiler, 1979) as the
cover term for various affective factors. It is Oiler (1979)
who first cried out: the data do not clearly support the
'working hypothesis'! Why does it keep on working without
drawing unemployment benefit?
It is Oiler's contention that there are logically two
possibilities which account for the inconsistencies of
research: either the relationship between affect and learning
is unreal, or the instruments that purport to measure affect
do not measure it. Doubtful as he is of the first
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possibility', Oiler seems to focus on the second one. He
argues that human affect is extremely hard to measure, and
that the measurement of attitudes, depending operationally
upon self—reported reactions to certain statements, is
impeded by a tendency of subject's self—flattery, by a
response set psychology, and by an approval motive. hurther,
Oiler reasons that instead of saying that variance in affect,
causes variance in motivation which in turn causes variance
in language proficiency, it may well be the case that
variance in verbal intelligence, among other things, produces
variance in SLFL proficiency which results in variance in
the affective measure (Oiler and Perkins, lv8a; iVGb; and
1978c).
Consequently, Oiler casts serious doubt on the validity
of various affective measures. He sarcastically retfers to the
nominal validity which a distinguished authority gives to
an affective test to the dubbing of a knight by a king
(1979:110). Oiler concludes that As long as the validity of
purported attitude measures is in question, their pattern of
interrelationship with any other criteria... remains
essentially uninterpretable (1979:144).
However, it should be noted that Oiler acknowledges the
possibility of investigating the strength of the relationship
between attitudes as elicited from questionnaires and
proficiency scores for learners in different contexts.
Further, he suggests that attitudes may play a more important
role in a second language context than in a foreign language
context (1979:139-140).
2.1.2.2. An educationo-psychological perspective
Educational psychology views the issue of motivation
from a different perspective. It is said that motivation to
achieve school goals comes from many sources: mastery drives,
desire to please the teachers or parents, self-concepts,
success, and self—actualization, These drives can be.
classified into two large categories: the intrinsic ones and
the. extrinsic ones. Bany and Johnson (1975: 193—194) defines
the two as follows:
Intrinsic motivation occurs when
mastery of the learning task itself
satisfies a need, or causes a resolution of
tension.... In a sense, intrinsic motivation
is self-motivation.
Extrinsic motivation refers to working on a
task or pursuing some objective for reasons
that lie outside of it. A person performs the
activity because it leads to some external
reward.
Johnson (1979) identifies four major sources of
intrinsic motivation and four barriers to it. Figure 2.6.
shows that the level of a student's intrinsic motivation is a
dynamic balance between the sources of intrinsic motivation
and the barriers of it.











Figure 2.6. The dynamic balance
of intrinsic motivation
(From Johnson, 1979:299)
In Figure 2.6., competence motivation refers to the
drive to increase a person's ability to grow and flourish in
his environment. Achievement motivation is the impetus to do
well according to certain criteria. Self—actualization is the.
psychological need to actualize one's potentialities. And the
need for equilibrium is the Piagetian notion of the need to
assimilate new knowledge into existing cognitive structures
or to modify the cognitive structures to accommodate the new
knowledge. Obviously, it is implied in Figure 2.6. that the
degree of intrinsic motivation depends upon how fair the
above four drives push the opposite forces forward.
In the meantime, educational psychologists caution the
classroom practitioners on the use of extrinsic motivation,
and argue that extrinsic stimuli can reduce intrinsic
motivation unless they are positive feedback aimed at
strengthening feelings of competence and self--determination.
Two major means of utilizing extrinsic motivation are the
locus of control, which refers to whether events that occur
to a person are under his control or they are determined by
some other forces, and the need for social approval, i.e. the
need to have other people value oneself
In a word, in order to motivate the students, teachers
must arouse and maintain the students' attention and
commitment, capitalize on the intrinsic motivation, and for
the non-intrinsically motivated learners, arrange proper
extrinsic reward systems for them.
2.2. Empirical Findings
2.2. :l. At t i t udes and Mot i vat i on
2.2.1.1. Second language context
Most of the empirical research in this field has been
conducted in the second language context (cf. pp.11—12).
Findings have shown more consistencies than disparities in
these studies.
a) The orthodox studies
The study that marked the beqinninq of this field was
conducted by Gardner and Lambert in 1959. I hey tactor-
analyzed 14 variables among 75 grade 11 English—speaking
students learning French as a second language in Canada,, Four
factors were obtained, among which two were significantly
related to achievement measures in French. The two
significant ones were language aptitude, and integrative
motivaition (cf. pp.9-10). The findings of this study led
Gardner and Lambert to believe that 1) aptitude and
motivation are independent of each other in accounting for
variations of language achievement; and 2) an integrative
motive, which was defined by an orientation index, ratings of
French Canadians, and motivational intensity, far surpassed
the instrumental motive in determining success in French
achieevement. It should be noted that the correlation between
the attitude scale and the achievement ratings was the only
one that was NOT significant among those variables that
defined the motivational factor. The fact that attitudes
toward French Canadians were included in the motivational
factor is said to have established a link between ethnic
attitudes, orientation, motivation and second language
achievement.
In 1960, Gardner conducted another study in Montreal,
Canada for his Ph.D. dissertation. Nine objective measures of
French proficiency and more measures of attitudes (e.g.,
desire? to learn French, among other things) were
introduced. The findings confirmed those of the first study.
This research paradigm was later (1961) extended to the
American setting where Gardner and Lambert i. j.92.;
investigated high school students of either French or Lnglish
speaking family background learning French as a second
language in three states: Louisiana, Maine and Connecticut.
This large-scale study yielded different yet largely
consistent results. Language aptitude, motivational intensity
and desire to learn French were related to French achievement
for all samples. Yet, the French-American samples did NOT
demonstrate a clear relation between the motivational indices
and the attitude variables. Moreover, among the non—French—
origined students in Louisiana and Maine, motivational
variables were only related to perceived parental support
(Louisiana), empathy and evaluation of the French teacher
(Maine), which are, however, not ethnic attitudes!
Nevertheless, unprejudiced democratic attitudes appeared to
be associated with achievement for the non—French-origined
students in Connecticut. In Louisiana, favoraible attitudes
toward French speaking people were associated with French
achievement of the French—origined students. The findings can
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Figure 2.7. An Illustration of Findings
in the American Context
(Adapted from Gardner Lambert, 1972)
Notwithstanding the discrepancies that turned up in the
American study, Gardner and his colleagues tried to extend
their assumptions into other settings. Gardner and Santos
(1970) conducted another study of senior high school students
in Manila, in the Republic of the Philippines, A factor that
received some loadings from tests of oral proficiency but not
from paper aind pencil tests of language knowledge was labeled
integrative motive. However, unlike the previous studies,
this integrative motive did not include attitudes toward the
other language community, which is, according to Gardner's
theory, the major source of integrative motivation (cf.
p„90). And secondly, instrumental motivation was found to
play a part in SL achievement.
In 1975, Gardner and Smythe conducted a large-scale
study among 500 grade 7 to 11 students in Canada, and
developed a standardized measure of attitudes and
motivation: the AttitudesMotivation Test Battery. A large
pool of items were first developed to test 22
attitudinalmotivational characteristics. Then a series of
item analysis was conducted in order to elicit those items
that best measured each construct. Finally, attention was
directed to 16 subtests. Internal consistency reliability
(Cronbach coefficient alpha) was computed. Sixty—two out of
GO reliability coefficients were .70 or more, and another six
of these coefficients were less than .50.
Following the establishment of the standardized
measure, a series of studies were conducted across Canada,
with different age groups and in monolingual and bilingual
regions (Gardner et al. 1976; Gardner 1979; Gardner et al.
1984). Findings indicated that age differences did not quite
influence the significance of the attitudinalmotivational
complex while some meaningful variations were shown between
the mono-lingual and bilingual backgrounds- This led Gardner
(1985:67) to acknowledge the very obvious importance of
considering the make-up of the social-cultural community when
investigating factors involved in second language
acquisition.
b) The cha11 engers
The first study that casts doubts upon Gardner's
measurers of attitudes and motivation was conducted by Spolsky
in 1969. This was a study of 300 foreign students learning
English in the U.S.. It included a direct measure of affect
and an indirect one; the latter was constituted by ratings of
self, the ideal self, the native language speakers and the
target language speakers. Learners who rated the target
language speakers higher than their native language speakers
were? said to have an integrative orientation, as they
identified themselves more with members of the target
community. As a result, the integrative orientation was
positively correlated with English proficiency, whereas no
correlation was found between motivation and the subjects'
English achievement.
Lukmani (1972) was the? first to put social context into
its rightful position as it relates to affect. She tested a
class of 60 Marathi—speaking female students in Uombay,
India, using a direct questionnaire consisting integrative
and instrumental reasons of English learning, an indirect
questionnaire adopted from Spolsky (1969), and a cloze test
as an overall measure of English proficiency. As it turned
out, subjects seemed to be more highly motivated -for
instrumental than -for integrative reasons, and moreover,
English proficiency was shown to be significantly linked to
instrumental and not to integrative motivation.
After Oiler and his colleagues launched a series of
studies in the affective domain, the fundamental theorizing
of Gardner's ideas began to be brought into serious doubt and
reconsideration- The first of the series of studies was
conducted by Oiler, Hudson and Liu (1977). Their subjects
were 44 Chinese university students mostly from Taiwan and
Hong Kong, all of whom had had around 6 years of English
learning experience before they went to the U.S. Again, a
cloze test, a direct questionnaire? and an indirect
questionnaire were utilized. Three out of eight factors
obtained by a factor analysis of the direct questionnaire
were significant in predicting English proficiency in a
subsequent multiple regression analysis. Surprisingly, two of
the three factors, i.e. personal reasons for coming to U.S.
(Factor 1) which included a number of integrative
orientations, and attitude toward U.S. (Factor J),
negatively predicted the cloze score. In addition, it was
found that the indirect measure was more reliable than the
direct one in the elicitation of attitudes and motivation.
Another study by Oiler, Baca and Vigil tested 6u
Spanish speaking female students in a vocational school in
the U.S. Interestingly, a negative correlation was touna
between attitudes of these Mexican—American students and
their English proficiency (cf. pp.91-93). In addition, only
one factor from the direct questionnaire was significantly
related to proficiency, and this factor was defined by items
like to pass school exams, a required subject in
school and to be an educated person, which could well be
regarded as an educational motivation (cf. sec. 5.1.2.b),
pp.98-101).
Pierson, Fu and Lee (1980) extended this line of
research to the Hong Kong setting where they tested 400 grade
10 students from 11 schools. Measures similar to those used
by Oiler, Hudson and Liu were employed. Results indicated
that attitude variables were not as potent as the
researchers had hoped. In other words, the relationship
between the axttitude variables and proficiency was not as
strong as the authors hoped it would be.
2.2.1.2. Foreign Language Context
Very little empirical work has been done concerning the
relevance of attitudes and motivation to FL learning in
formal classes in a foreign language setting (cf. pp.11-12).
Yet what we have (see below) seems to reveal a similar
pattern: that the most important variables influencing the FL
learning process are the educational ones, whereas the socio-
psychological factors play a minor or zero role in chis
process.
Teitelbaum et al. (1975) investigated lu American
university students in their third semester ot Spanish. Group
A consisted 36 students with Spanish heritage, while the
other 71 subjects were grouped into Group B„ 109 predictors
and a cloze test were used as materials- Only four items
corre1 ated significan11 y with the c1oze test for Group B.
The?y were: 1) a preference for the Spanish course; 2)
learning Spanish was easy and enjoyable; 3) a relatively
small amount of time spent per week studying Spanish (cf.
Sec- 5.1.3, p-101 below); and 4) the belief that Chicanos are
not democratic.
Laine (1977) used an adapted version of the
AttitudeMotivation Test Battery among 845 Finnish secondary
and basic school students learning English as a foreign
language. Factor analysis revealthat a self-confidence
with English factor received loadings from motivation and
achievement measures, and that attitudes toward Englishmen,
attitudes toward Americans and interest in foreign languages
contributed to the general learning motivation factor.
Two studies were conducted in Japan by Asakawa and
Oiler (1977) and Chihara and Oiler (1978) respectively.
Measurers were similar to the ones used by Oiler, Hudson and
Liu (1977). In the former study, no correlation was found
between factors in the direct questionnaire and the cloze
test. Factor analysis of the direct measure in the latter
study revealed 6 factors, among which, only two were
significantly related to the cloze test. Factor 2, defined by
items as to see the world and to get to know many
different kinds of people correlated negatively with the
cloze test(— .19, p-05) (cf. p. 96). In addition, hactor c,
defined by items as parents want me to and to get a
degree (a somewhat instrumental -factor), was also negatively
correlated with the cloze test (-.18, p.05) (C-f. pp. 82-83
-for a similar result). On the whole, Chihara and Oiler's
study observed a much weaker relationship between attitudes
and attained proficiency than that reported by Oiler, Hudson
and Liu (1977).
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Muchnick and Wolfe (1982) conducted a study of 337
students from 21 classes of Spanish as a foreign language in
3 schools near Philadelphia. The AMT battery was used. Four
factors were identified, i.e. AttitudeMotivation Index,
attitudes toward the Spanish teacher and the Spanish course,
and Spanish classroom anxiety. It was reported that sex was
the only variable with moderately high positive correlations
with the 4 factors. Further, positive attitudes toward the
course, and low levels of anxiety were related to high
Spanish grades.
Apparently, thirty years of empirical research has
yielded all logically possible findings insofar as Gardner's
theory is concerned. Firstly, both positive and negative
social attitudes have been found to be related to SLF-L
learning motivation and proficiency, and in some cases, they
have not revealed any pattern of relationship with motivation
or proficiency. Secondly, both integrative and instrumental
motivation, and sometimes neither of them, have been shown to
influence SLFL learning. Nevertheless, the unequivocal
incongruence of the findings with the original conception aid
not prevent Gardner (1985) from claiming that attitudes and
motivation are important because they reflect an active
involvement on the part of the student in the entire process
of learning a second language (p.61), and that postulating
that achievement in a second language is promoted by an
integrative motive is not tantamount to saying that this is
the only cause or predictor..., it Can integrative motive]
and language aptitude are the only two individual differences
which have been well documented to date as being implicated
in the language learning process (p.83). A safe retreat! Or
is it?
2.2.1.3. Ethnolinguistic vitality
In the mean time, research in ethnolinguistic vitality
(cf. p. 24) has not, as yet, produced any significant or
satisfactory results on the influence of perceived in-group
and out-group vitality on SL learning. For instance, Pierson
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and Chan (1984), taking the Subjective Group Vitality
Questionnaire as their basic instrument, reported a
correlation between a sensitivity to ethnolinguistic vitality
and a high score in reading test. Nevertheless, Pierson
(1987:81) acknowledged that much less conflict exists over
language and ethnicity than one would have expected in a
place which is still administered as a colony, which could
be viewed as an evidence that ethnolinguistic attitudes do
not relate to ESL learning in Hong Kong so directly as. is
generally expected in this line of research. As tor the H_
setting in mainland China, whether or not the relationship is
a strong one is an aspect the thesis will address itself co
(Cf. Sec. 2.5.2. p.56).
2.2.2. Peersona1ity
a) Sociability vs. language achievement
Sociability (reserved and outgoing personalities) is
among the three affective factors Chastain (1975)
investigated. He tested 229 students (80 of French, 72 of
German and 77 of Spanish) in their beginning courses at the
university level. Marlow-Crown Scale was used to assess the
extent to which students were outgoing. Significant positive
correlations were found between this test and various German
and Spanish achievement scores, but not those of French.
Howevc?r, Smart et al. (1970) found that both overachievers
and underachievers could be introverted. An interestingly,
Naiman et al. (1975) discovered that good language learners
could be both the extroverted and the introverted students,
b) Empathy vs. language proficiency
Measures of emoathv (Cf. n.31) that have been utilized
include: The Micro—Momentary Expression Test (MME), the
Thematic Apperception Test (TAT) and the Photographic
Perception Test (PPT). Among these, the MME, characterized by
showing silent film strips to subjects and asking them to
indicate each change in facial expressions, is the first and
the basic test of empathy. Taylor et al. (1969) reported
that no correlation was found between MME and )AI, and later
research has not provided evidence for the validation of the
MME. Moreover, none of the studies clearly indicated that Mh.
(empathy) is closely related to authentic pronunciation ot a
second language. Further, the empathy research is weakened by
inconsistent assertions such as empathy is only necessary
-fear the acquisition of authentic pronunciation and it is
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necessary for second language learning in general.
c) Anx i ety vs. 1 anguaxge 1 earni ng
Chastain's (1975) study obtained a negative
correlation, as predicted, between French audio-lingual
method students' test scores and anxiety, but a positive
correlation was also found between anxiety and test scores of
German and Spanish students learning with the traditional
method. This led Chastain to speculate that some concern
about a test is a plus while too much anxiety can produce
negative results (p.160). This assertion has been confirmed
by another study by Kleinmann (1977) who demonstrated that
facilitating anxiety encourages the ESL learners to employ
the English structures that their native language group tend
to avoid.
d) self-concept vs. language success
An unpublished study (Lederer, 1973. Cited in Brown,
1973:234) demonstrated that the self—concept of Detroit
high school students was an overwhelming indicator of
success in a foreign language (cf. p.100). Yet, the factor
of self—esteem and self—confidence has not been given enough
attention by researchers. Another related concept— the
language ego— however, received some concern, as ego-
permeability is regarded as an indicator of empathy.
Nevertheless, due to the mystical nature of this construct,
it is even more difficult to measure. Guiora et al. (IS'zb.
Cited inSchumann, 1975:224-225) attempted to measure ego-
permeability by the consumption of alcoholic liquids and
found that pronunciation ability was dependent on the
permeability of ego boundaries. Again, the question is: Is
ego-permeability also related to second language learning in
gener al?
2.2.3. Consistency—Do we need it?
People who look for evidence to prove their various
assumptions in the affective domain only find that
consistency is unfortunately nowhere to be found. Bewildered
by the thirty years of conflicting research findings,
researchers are now going through a period of introspection
to see what has been wrong. This section attempts to outline
and highlight the reasoning process of two of the most
influential figures in our field: Gardner the forefather and
Oiler the challenger, focusing on the attitudes and
motivation research.
Gardner's Reasoning:
1) Results haive been inconsistent,
2) two possibilities:
a) the purported relationship between af+ect and
learning is unreal;
b) something must be wrong with the measures of
8
affect.
3) It appears to reason and intuition that affective
variables play an important role in SLFL learning, ana
theref ore,
4) something must be wrong with the measures.
Some people used measures other than the standardized
measure (the AMT battery). Those measures are usually
defective in the following ways:
a) unreliable and n on -valid measures (e.g. (1)
single-item measures: (2) factor scores as attitudes
motivation index);
b) formation of single groups of subjects from
heterogeneous sources; and
c) difficulty of interpreting the regression weights.
5) The bulk of research work (unimpeded with the preceding
problems) has been relatively more consistent [though this is
not true in fact. Se?e, for example, the Philippine study and
the American study].
6) Thus, my theory has been confirmed.
Oiler's Reasoning:
1). 2), 3) same with Gardner;
4) it may well be that the instruments purported to measure
affect do not measure it, as
5) human affect is extremely hard to measure, and
6) existing measures are defective in that they are usually
influenced by:
a) the approval motive;
b) response set; and
c) seel f—flattery. Therefore,
7) existing measures of affect are invalid, and hence,
8) the invalidity of the existing measures is the source o+
inconsistency of empirical research.
As can be seen from the above comparison,, both Gardner
and Oiler interpret the inconsistencies of research results
on the methodological level, which is, though necessary, not
sufficient. Moreover, i t i s not too difficult to see that
their deductions are both somewhat far-fetched. One cannot
help thinking of a Chinese saying: If you are out to condemn
someone, you can always trump up a charge. Instead of
attacking each other's measures of affect, a sober and
thorough analysis of the nature of the original problem could
be much more helpful in furthering our understanding of the
issue.
What Gardner and Oiler have left over is the
multidimensional perspective of affect. In other words, there
should not be such a thing as universal consistency of
research results, as 1) the interpretation of the very terms
of affect, attitudes and motivation have been
inconsistent, namely, the question What are the affective
factors in the learning of another language? has not been
adequately answered; and 2) a certain aspect of affect may
influence the learning of a SLFL by some learners in some
contexts in a certain period of time. If any of these
conditions are not met. inconsistencies of research will be
inevitable. Simply to say attitudes and motivation play an
important role in SLFL learning is too vague; to take this
for granted in all learning contexts for all learners at all
times is both unreasonable and illogical.
2.3. Methodological Considerations
2.3.1. Statistics concerned
The bulk of rcfsearch in the field of attitudes and
motivation has employed a factor analytic technique. All
measures of attitudinalmotivaitional characteristics,
together with all measures of language proficiency are
subject to the analysis in order to see the underlying
pattern of covariance between the attitudemotivation
measures and those of proficiency. This technique is
particularly favored by Gardner and his associates (e.g.
Gardner and Lambert, 1959; Gardner and Lambert, 1972; Gardner
and Santos, 1970; Gardner et al. 1976; and Gardner et al.
1977).
Other studies (e.g. Oiler, Hudson and Liu, 1977; Oiler,
Baca and Vigil, 197'7; Chihara and Oiler, 1978; and Pierson et
al. 1980) have involved a multiple regression procedure. The
difference of multiple regression with a simple correlation
is that the latter can only tell us the importance of the
predictor when it is used alone to predict the dependent
variable, whereas the former shows us which the best
predictors of the dependent variable are. In addition, the R
mamifests the percentage of variance explained in the entered
predictor variables.
Internal consistency reliability is often used together
with item analysis to determine the validity as well as
reliability of tests of a certain construct. Item analysis
helps to eliminate those items that do not measure the
construct well, while internal consistency reliability
determines the extent to which each item measures the same
thing with the other items. These two statistical techniques
are often used in the standardization of tests (Cf. e.g. p.
39 for the AMT battery).
2.3.2. Instruments
a) Self-reported questionnaires
All studies of attitudes and motivation to date.,
including those of ethnolinguistic vitality have employed
questionnaires of various sorts. To say that self—reported
questionnaires are defective because of self-flattery,
response set and approval motive does not mean that they are
necessaril-y invalid or that the employment of them is an
impossible means of eliciting people's affect; otherwise
social and psychological investigations would be impossible,
b) Cloze as test of overall proficiency
If language tests were like windows through
which language proficiency might be viewed,
and if language proficiency were thought of
as a courtyard that could be seen from a
number of different windows, it would seem
that a clearer view of the courtyard is
possible through some windows than through
others. Pragmatic tests seem to be among the
clearest windows available for determining
what is in the courtyard.
Oiler (1979:64) argues convincingly that:
Cloze tests (the blank-filling procedures of deleted elements
from a piece of discourse) happen to fall into the category
of oraqmatic tests.
It is believed that language learning is a process ot
constructing a pragmatic expectancy grammar ct. U.ller,
1979 34) which is argued to be ai psychologically real system
that sequentially orders linguistic elements in time and in
re?lation to extralinguistic contexts in meaningful ways
(p,, 34).
Oiler contends that valid language tests should be
those that invoke and challenge the expectancy grammar and
pre?ss it into effect. Cloze tests are provezd to be among the
pragmatic tcests that meet these criteria. In order to fill in
the right words, the learner must operate the
basis of both immediate and long-range constraints
(on, contextual), and the process of doing this often
requires inferences about extralinguistic contexts. Research
to date (Oiler and Conrad, 1971; Oiler, 1972; Stubbs and
Tucker, 1974; Irvine, Atai and Oiler, 1974; and Alderson,
1979) has provided ample evidence that cloze tests can be
utilized as tests of overall language proficiency.
2.4. Current consensus and remaining problems
2.4.1. What has been agreed?
It has been generally agreed that 1) affectiveemotive
factors play a vital role in the process of SLFL learning;
2) motivation is among the most important aspects of
affective factors; 3) social attitudes (including perceived
ethnolinguistic vitality) at least serve as one aspect of
motivational supports; and therefore, 4) an integrative
motivation may anticipate success in SL acquisition in some
second language learning contexts; 5) anxiety variables are
related to SLFL learning; and 6) the self-concept of a
learner plays a role in his learning of another language.
2.4.2. Remaining problems
To date, there has not been a theory that convincingly
explains the discrepancies of research work. The nature of
attitudes and motivation is largely unknown. The disagreement
of research findings plus the skepticism aroused by Oiler and
his colleagues make the affective domain a formidaible and
non-promising field of study. Hence, before a theoretical
breakthrough comes, more empirical work will do nothing more
than add still more instances of incongruence.
Specifically, most of the original problems have not
been solved. The question of what constitute the affective
domain of SLFL learning is still under dispute. And the
relationship between affect and learning has not been
convincingly mapped out. Thus the following questions need to
be answered: What attitudes influence whom in the learning of
another language? Are ethnic and educational attitudes,
positive and negative attitudes, all and equally important?
Does Gardner's dichotomy of integrativeinstrumental
motivation capture all motivational forces underlying the
learning process? Is this dichotomy and its implications
applicable to all SLFL learners in all contexts of learning':'
What other motivational forces affect the learning process
And how do they influence it? Are Chinese learners influenced
by the same affective forces as those that affect subjects in
most of the previous studies?
2.5. Attitudinal axnd motivational studies in mainland China
2.5.1. Theories and Studies
It is a lucky coincidence that Chinese researchers
happen not to have been misled by the bulk of literature in
the affective domain simply because of an unfortunate lack of
exposure to the world's leading theories. No particular
theory has established itself in this much uncultivated field
in China. Attitudes are usually referred to as attitudes
toward learning processes (e.g. Zheng, 1987) while motivation
can be anything that stimulates the learner to learn.
The present author has been unable to find more than
two empirical studies concerning the affective variables in
foreign-language learning in China. One is an analysis of the
social psychology of English majors (Gui, 1986), and the
other is a study of motivation in the learning of French as a
foreign language by Chinese college students (Zheng, 1987).
Gui (1986) tested 868 students in Guangzhou Institute
of Foreign Languages, 512 of whom were English majors (EM).
The top thirty percent of the English majors (TEM) were
singled out to be compared with the rest (REM). A
quezstionnaire of 119 items was employed. All findings were
subjected to a chi—square analysis. 62.2% of the EM learned
English because of a sustained interest since middle scnool
(72.2% for the TEM); 23.2% because they were guided by
middle school teachers; and 6.47% because [their.I
relatives' work are related to foreign languages. Most oi
the hiqhly motivated students aimed to succeed in the
learning competition (50.2%), or wanted to get a high mark
in order to be assigned to a better post (27.7%). On the
other hand, the poorly motivated students were uninterested
in English (52.1%), or perceived the existence of the iron
rice bowl—a promised job (26.0%). The TEM's reaction to the
latter reason was even stronger (35.8%).
In Zheng's study, 116 French majors -from Guangzhou
Institute of Foreign Languages were tested on 114 items of a
questionnaire. Results again suggested that an overwhelming
motivational force for the highly motivated students was to
succeed in learning competitions (66.7%), and that a
prevailing inhibiting force for the poorly motivated
students was the loss of interest in learning (52.4%).
2.5.2. Characteristics of EFL learning
in the Chinese context
Is learning another language a true social
psychological experiment (See Gardner, 1983) in China? The
answer seems negative. Foreign language learning in China has
its own characteristics. First, it takes place in a large
country where no substantial foreign—language speaking
communities exist. The primary input source is the classroom
wh i r h i=:. 11c.! i a I] condur: t ed b v Ch i nese t eacher s. most ot whom
have not been trained abroad. Students may be interested in
the target language literature, arts, etc., which could
reasonably serve as a source of drive to learn the language,
but only to the extent that they wish to appreciate tne
target language literature, and arts in that language. 1c is
hard to conceive of a Chinese 1 earner s ethnic identity being
threatened simply through -foreign language learning!
Therefore, foreign language learning could be viewed as
basically an educational phenomenon. Second, social factors
do seem to influence the motivation of foreign language
learning in that 1) national need calls upon foreign language
9 10
learning; 2) political winds override curricula; 3) some
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educational traditions may inhibit students' motivation;
and that 4) social fashions (e.g. going abroad) may, to some
extent, determine the learners' drive to learn foreign
1anguages.
2.6. Hypotheses
The present study aims to answer some of the questions
raised above? (sec. 2. 4.2, p. 54) using empirical data from
China, and to provide a theoretical explanation in the
discussion section. Ten hypotheses are thus formulated (see
below), among which HI and H2 are supposed to verify whether
ethnic attitudes are important or not in determining the
motivational intensity and EFL proficiency of the learners;
H2 means to reveal the role of educational attitudes in EFL
learning; H4, H5, and H6 are meant to discover the relevance
of the dichotomy integrativenessinstrumentality in the
Chinese context; while H7, H8, Hv, and HIV, together with Hi.,
are put forward in order to see the relative importance ot
the educationo-psychological variables (cf. p. 12-13), as
opposed to the socio-psychological ones (e.g. HI, H2, and Hb;
in the Chinese context of EFL learning. Ihese hypotneses are
to be tested later (in chapters IV and V) by means o+ lb
independent variables and two dependent one (of. pp.61-63).
The ten hypotheses are:
HI. Positive ethnic attitudes are not related to motivational
intensity for Chinese EFL students.
H2. Resistance psychology (see p. 13) positively predicts
motivational intensity and EFL proficiency.
H3„ Educational attitudes (attitudes toward teachers and
attitudes toward the English course) are positively
correlated with motivational intensity.
H4. Instrumental orientation is dominant over integrative
orientation.
H5. Integrative orientation is not a significant positive
predictor of motivational intensity and EFL proficiency.
H6. Instrumental orientation does not positively predict
motivational intensity and EFL proficiency.
H7. Interest in foreign languages and interest in the target
language positively predict motivational intensity and
proficiency.
H8. Satisfactory learning experience positively predicts
motivational intensity and proficiency.
H9. Self—perceived proficiency level positively predicts
motivational intensity and proficiency.
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Design and Method of Study
The present study is designed to elicit data from the
Chinese context of EFL learning, so as to provide a new
perspectives to the main body of literature in the affective
domain in terms of context. In so doing, it is hoped that the
following questions will be answered by means of testifying
the ten hypothesis:
What are the relationships between various attitudes
and motivation?
What motivates the Chinese students to learn English?
What are the relationships among attitudes, motivation
and proficiency?
3.1. Subjects
120 freshmen from Beijing Normal University in Beijing
and South China Normal University in Guangzhou took part in
the survey. Distribution of the subjects is illustrated in
Table 3.1 and Table 3.2 below:
Table 3.1. Designed Distribution of Participants







T otal 60 60 120
BNU=Beijing Normal University
SCNU=South China Normal University
30
Table 3.2. Distribution of Subjects
in the Data base




Ninety subjects returned the questionnaire. After the
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elimination of unusable data, 77 subjects remained as the
data base. Among them, 17 were male, 56 were f email e, and the
other 4 did not report their sex.
3.2. Materials
3.2.1. The questionnaire
A questionnaire was designed to elicit the subjects'
affective dispositions. The questionnaire contains three
parts. Part I meant to assess the subjects' reactions to 14
independent variables tested by 68 statements. Part II
included 18 multiple choice questions adapted from the
constructs of motivational intensity and desire to learn
French in Gardner (1985:180—182). intending to measure the
construct of motivational intensity (MI). Part III was
personal data which included, among other things, selt-
evalnation of English level as well as that of perceived
achievement level among peer students in the same grade in
the department.
The 14 independent variables that comprise Part 1 of
the questionnaire were:
Vocationalacademic needs (5 items),
Self-achievement needs (4 items),
Integrative orientation (5 items),
Attitudes towards learning (6 items),
Interest in the target language (5 items),
Interest in foreign languages (5 items),
Interest in the target culture (5 items),
Offense (4 items),
Resistance psychology (4 items),
Negative ethnic attitudes (5 items),
Anxiety (5 items),
Parental encouragement (5 items),
Attitudes toward the English course (5 items), and
Attitudes toward English teachers (5 items).
Each of the above variables were measured by 4—6 items
that were carefully selected from a much larger pool of items
(See Table 4.1„ p.70 for the items that make up each
variable). Each item was followed by a five point scale that
ranged from absolutely disagree (1) to absolutely agree (5).
The items that make up each variable were randomly
distributed in Part I so as to avoid response set psychology
(cf. p.49). In order to prevent misunderstanding of the
items, the questionnaire was presented to the subjects in
Chinese (See Appendix I—a). An English translation is
available in Appendix I-b.
The above 14 variables were formed ad hoc, aiming to
elicit various attitudes and motivation types. Among them,
vocationalacademic needs and self-achievement needs were
aimed to measure the concept of instrumental orientation,
Negative ethnic attitudes, offense and resistance
psychology were combined to show the negative aspect of
affective attitudes which had been repeatedly shown to be
significant (e.g. Oiler, Hudson and Liu, 1977; Oiler, Baca
and Vigil, 1977). The interest-aspect was singled out from
integrativeness which distinguishes my design from that of
Gardner's (cf. p.10; pp.95—96). Instead of using the semantic
differentiation technique, 5 items were constructed for each
of the two educational attitudes (attitudes toward the
English course and attitudes toward English teachers).
Parental encouragement was simply adopted from Gardner
(1985). And another variable anxiety was also elicited by 5
items concerning the English learning process.
3.2.2. The cloze passage
A cloze passage was selected as a test of the subjects'
overall proficiency. This passage was chosen by a pilot study
done in late 1986 among 20 post-graduate students from
mainland China studying for M.A., M. Phil., or Ph.D degrees
in CUHK. Three cloze passages which had been used as measures
of global ESLEFL proficiency by Oiler, Hudson and Liu
(1977), Pierson, Fu and Lee (1980), and Oiler and Conrad
(1971) respectively were chosen for the purpose of finding
out which passage would be the most appropriate for future
use, in terms of difficulty level, discriminative power and
reliability. Results indicated that the three passages were
rather consistent in determining the subjects' proficiency
level, and that the passage used by Oiler, Hudson and Liu is
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more or less culturally biased, whereas the one taken from
Oiler and Conrad is beyond the average Chinese EFL learners'
level of proficiency. Hence the passage adapted from
Praninskas (1959) by Pierson, Fu and Lee (1980) was selected
for this research. The original text consists of
approximately 350 words. Every 7th word was deleted from the
original text, except for the first and the last sentence,
resulting in 50 blanks in the passage (Appendix I-c).
3.3. Procedures
The questionnaire and the cloze passage were prepared
and printed in Hong Kong and then taken to mainland China for
data collection in the middle of March, 1987. The data in
Beijing was collected by the present researcher himself.
Firstly, thirty English majors of grade 86 in BNU were
gathered together after class and asked to fill in the
questionnaire and cloze passage in approximately 60 minutes.
The author administered the data collection in the classroom
and answered questions whenever necessary. This procedure was
repeated the next day for data collection among the non-
English majors, using a one hour English class. The other
half of the materials, together with an instruction note,
were mailed to Professor Huang Tingren of SCNU who helped to
collect the data there. The instruction note in both Chinese
and English can be found in Appendix Il-a and Appendix li-b.
It was very unfortunate that only 31 subjects in Guangzhou
returned their questionnaires. After all the data were
finally received, they were subjected to statistical analyses
by the SPSS package.
3.4. Analysis
3.4.1. The arrangement of data
First, the data were grouped in terms of the subjects'
majors and geographical locations for later comparison,
resulting in four groups: English majors in Beijing, non-
English majors in Beijing; English majors in Guangzhou, and
non-English majors in Guangzhou. Second, the 14 independent
variables in Part I of the questionnaire plus self-perceived
English level among peers in Part III were taken as the
independent variables, while scores in Part II (MI) and those
on the cloze passage were taken as the two dependent
variables. The cloze test was scored by the author himself
using the appropriate-word method. Any grammatically and
contextually appropriate word was counted as correct and
assigned 1 point. Therefore the maximum score should be bu.
Last, most of the data left in Part III were not analyzed so
as to limit the number of variables and highlight the focus
in this study. The unprocessed data were left for future
, 5
research.
3.4.2. Statistical tests used
Frequencies were first produced by the Sh'SS to get tne
mean, standard deviation, and range of each item in order to
see the shape of the original data. An item analysis was then
performed so as to see how well each item, together wich
other items, makes up a variable. The gramd mean was
calculated for each variable?, and then the alpha value of
internal consistency reliability was obtained for that
variable,, Next, the Pearson Product-Moment Correlation was
obtained to see the inter-correlation among the 15
independent variables and the two dependent ones. Third,
multiple regression amalysis was done on the English majors
and non-English majors respectively as well as on the whole
population in order to see the predictive power of each
independent variable against the two dependent ones. Last, t-
tests were performed to compare the mean scores on each
independent variable between the English majors and the non-
English majors, and between subjects in Beijing and subjects
in Guangzhou.
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CHAPTER IV
Research Findings
Results -from the statistical analyses show that on the
whole, the questionnaire and the cloze test measured what
were expected to measure, and the relationships between the
dependent and independent variables were meaningfully mapped.
These findings will be presented in table forms and will be
summarized at the end of the chapter.
4.1. Results From the Questionnaire
4.1.1. Item analysis of the questionnaire
The mean scores of each item was calculated to show how
well it measured the corresponding affective fate tor (Table
4.1). Results show that most of the items satisfactorily
elicited the constructs they were to measure, though problems
exist in the two needs constructs (vocationalacademic needs
and self—achievement needs). On the one hand, most of the
subjects agreed that they learned English because they might
need it in their future work (Item 29, X=4.15), and that they
would not learn English if it could not bring benefits to
their life, work and learning experience (Item 43, X-3.39);
on the other hand, the subjects did not seem to agree that
(1) they would not learn English any more it there was no
need of English in their work or academic experience after
their graduation (Item 1, X=2.05), (2) they would not learn
English if all the books they need had. Chinese versions (Item
15, X—2.00), aind (3) they learned English for the purpose of
passing examinations. In other words, Item 29 and Item 43
manifest that an instrumental type of motivation is strongly
perceived by university students in China, at the same time,
Item 1, Item 15 and Item 57 show that students learn English
not only with an instrumental motive, but also with other
non-instrumental purposes, most probably an intrinsic
interest in the target language. The other needs variable
reveals that students learn English for self—achievement in
education (Item 8, X=4.39; Item 22, X=4.24) rather than for
social status (Item 36, X==2.39; Item 50, X=2.59).
In addition, Item 45 in the variable of attitudes
toward learning experience revealed different patterns from
the other items comprising the construct. Most of the
subjects seem to mean that they would like to be forced to
learn English, probably due to the fact that English learning
is such a difficult task that some sort of pressure may be
needed from the teacher. In any case, the alpha value of this
variable would be much higher if this item was deleted.
Moreover, Item 12 in the construct of parental
encouragement was different from the other items because
most of the parents' English was perceived to be) insufficient
to help the subjects in English learning. Thus, this item




Variables Item Mean SI N
Vocationalacademic needs
Iteml 2.05 1.20 74
Item 15 2.00 1.24 74
Item 29 4.15 .99 74
Item 43 3.39 1.3 74
Item 57 2.19 1.17 74
Integrative orientation
Item 2 2.52 1.07 72
Item 16 1.85 .88 72
Item 30 2.47 1.12 72
Item 44 1.30 .64 72
Item 58 1.82 1.08 72
Attitudes towards
learning experience
Item 3 4.04 .93 74
Item 17 4.07 1.05 74
Item 31 4.12 .99 74
Item 45 2.08 1.26 74
Item 59 4.89 .35 74
Item 68 4.19 1.02 74
Interest in foreign Igs.
Item 4 4.72 .75 74
Item IB 4.28 .85 74
Item 32 4.38 .90 74
Item 46 4.69 .62 74
Item 60 4.03 1.01 74
Offense
Item 5 2.39 1.19 76
Item 19 2.65 1.18 76
Item 33 1.89 .93 76
Item 47 3.82 1.35 76
Resistance psychology
Item 6 2.79 1.27 75
Item 20 4.21 1.04 75
Item 34 4.31 1.07 75
Item 48 3.60 1.10 75
Interest in target Ig.
Item 7 3.53 1.00 73
Item 21 3.22 1.04 73
Item 35 4.12 .94 73
Item 49 3.64 1.04 73
Item 61 3.67 1.08 73
Variables Item Mean SD I
Self-achievement needs
Item 8 4.39 .90 74
Item 22 4.24 .82 74
Item 36 2.39 1.03 74
Item 50 2.59 1.12 74
Negative ethnic attitudes
Item 9 2.20 1.00 75
Item 23 1.61 .67 75
Item 37 1.24 .59 75
Item 51 2.16 .79 75
Item 62 1.25 .55 75
Anxiety
Item 10 3.11 1.23 74
Item 24 2.59 1.19 74
Item 38 3.61 1.24 74
Item 52 2.77 1.21 74
Item 63 3.45 1.18 74
, Interest in T culture
Item 11 3.60 .99 75
Item 25 4.01 ,88 75
Item 39 2.65 1.25 75
Item 53 3.63 .97 75
Item 64 3.51 .99 75
Parental encouragement
Item 12 1.81 1.24 77
Item 26 3.97 1.05 77
Item 40 4.32 .94 77
Item 54 2.90 1.30 77
Item 65 3.49 1.34 77
Attitudes towards the
English course
Item 13 4.20 1.07 74
Item 27 3.69 1.05 74
Item 41 3.04 1.07 74
Item 55 3.80 .89 74
Item 66 4.34 .82 74
Attitudes toward
- English teachers
Item 14 3.99 1.02 71
Item 28 3.80 1.04 71
Item 42 3.76 .84 71
Item 56 3.73 .97 71
Item 67 3.82 .81 71
4.1.2. Variable analysis
First, mean scores of the 14 independent variables were
obtained to see the general orientations of the subjects in
various aspects (Table 4.2).
Table 4.2
Variable Analysis
of the 14 independent variables
Variables Mean A1 pha
Vocationalacademic needs 2.76 .56




Interest in foreign Iqs 4.42 68
Off ense 2.69 64
Resistance psychology 3. 73 ,61
Interest in target Ig. 3.64 : 53
Self-achievement needs 3.41 54
Negative ethnic attitudes 1. 69 , 56
Anxiety 3. 11 .71
Interest in T culture 3.48 . 57







Thf= above table shows that the subjects learned English
not merely for vocationalacademic purposes (X-2.76) though
it was admitted that the learning of English could in one way
or another fulfill their needs of self—achievement (X==3.41).
As is expected, little integrative motivation was reported in
the learning of English as a foreign language (X=1.99). In
addition, there was no reported negative ethnic attitudes
towards Westerners and the Western culture (X-1.69), and the
subjects did not think that thev were offended bv the?
Westerners (X—2.69). However, it is interesting that high
resistance psychology (X=3.73) towards foreigners was found.
On the? whole, the subjects viewed their English learning
experience as satisfactory (X-3.90). They reported high
interest in foreign languages in general (X=4.42) as well as
interest in English specifically (X=3.64). A high interest in
the target culture (X-3.48) was also reported. Generally
speaking, the subjects were haunted by high anxiety (X-3.11)
in English learning. Parental encouragement was perceived to
be strong (X-3.30). Pedagogically, the students expressed
satisfaction toward the English course (X=3.81) and their-
English teachers (X=3.82).
Secondy in order to see whether each one of the pre-
established set of items tested the same thing as other items
in the set, an internal consistency reliability analysis was
done on the 14 independent variables in the questionnaire.
Results are presented in Table 4.2 above. Alpha, the
reliability value, ranged from .53 to .71, indicating that
the pre—established variables were generally satistaccory in
terms of internal consistency among items.
4,2. Results From the Cloze Test
1 hough a bit difficult for the subjects in this studv.
the cloze passage is provefd to be a satisfactory measure of
the subjects' overall English proficiency. Reliability of the
cloze test was obtained by comparing the cloze scores with
scores in the English test of the National Entrance
Examination the subjects had taken half a year ago. Alpha was
.66, showing a satisfactory correlation between the two.
Scores on the cloze test were then converted into Z scores in
order to avoid the charge of forming unitary groups from
heterogeneous sources (Gardner, 1985:78-79). Results show
that the Z scores of the cloze were meaningfully correlated
with scores on various affective measures, adding
discriminant validity to the cloze test.
4.3. Relationships Efetween the Independent
and the Deoendent Variables
Pearson Product-Moment correlation was used to map out
the relationships among the dependent and the independent
variables. Table 4.3 shows the correlation matrix among the
14 independent variables plus Self—Perceived English Level
Among Peers and the two dependent variables, i.e.,
Motivational Intensity (MI) and English Proficiency
(PROFIC) as measured by the Z scores of the cloze scores,
(cf. also Appendix II—at; II—b for the inter—correlations




1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17
1 VANEED 1.00
P
2 INTE6 .15 1.00
P .14
3ATTLN -.29. 38 1.00
P_ .02. 002
4 INTFLG -.30 .26 .52 1.00
P .01 .03 .WW
5 OFFENSE .09 .31 -.12 .11 1.00
P .26 .01 .20 .21
6 RESIST .05 .19 -.01 .12 .38 1.00
P .37. 09. 47. 20. 002
7 INTTLG -.16. 47. 61 .48. 08 -.009 1.00
P .12 .MM .000. 000. 28. 47
8 8MB .13. 39 .13. 22 .16. 07. 26 1.00
P .18. 002 .18 .05 .12. 30. 03
9NEGATT .26 .15 -.11 .02. 26. 21 .12. 08 1.00
P .03 .13. 20. 45. 03. 06 .19. 27
10 ANXIETY .25 -.04 -.23 -.10 -.07 .13 -.21 .11 .13 1.00
P 03. 39. 05 .24 .30 .17. 07. 22 .18
11 INTCUL -.12. 42. 40. 40. 27 -.03. 45 .31 -.28 -.08 1.00
P .19 .001 .001 .001 .02 .42 .000 .01 .02 .28
12PAENC -.24 .16. 29. 25 -.01 .26 .31 .23 -.02 .12. 01 1.00
P .04 .12. 02. 03. 48. 03. 01 .05. 44 .19. 46
13C01BSE -.17. 32 .52. 39 .12 .11 .46 .32 .13. 09 .09. 46 1.00
P .11 .008. 000 .002 .19. 20. 000. 01 .18. 26. 26. 000
14TEADER .07 -.06 -.05. 08 .14 .13. 08. 31 .11 .09 -.03. 26. 41 1.00
P .30. 34. 37. 29 .15 .17. 28. 01 .22. 25. 40. 03. 001
15 MI -.41 .05. 57. 51 .07 .13. 50. 03 -.06 -.37. 29 .13 .39. 05 1.00
P .001 .35. 000. 000. 30 .17. 000. 42. 34. 003 .02 .17. 002. 37
[6PR0FIC -.27 -.08 .04 .21 .14 -.03 .17 -.15 .06 -.39 -.01 .08 .20 .10 .35 1.00
P 09 98 38 06 _1A .49 12 .16 34 .009. 47. 27. 07. 93. 01
17 LEVEL -.44 .16. 30. 36. 09 -.17. 29. 05 -.21 -.48. 24 -.11 .15 -.12. 41 .40 1.00
P 000 .19. 01 .004. 25 .11 .09. 36. 07. 000. 04. 21 .14 .20. 001 .001
VANEED=Vocationalacademic needs INTEG=integrative orientation ATTLN=attitudes toward learning experience
INTFLG=interest in foreign languages RESIST=resistance psychology INTTLG=interest in target language
SANEED=self-achievement needs NEGATT=negative ethnic attitudes INTCUL=interest in target culture
PARENC=perceived parental encouragement C0UREE=attitudes toward course TEACHER=attitudes toward teacher
MI=motivation intensity PR0FIC=Z score of cloze LEVEL=self-perceived English level among peers
Significant interrelations among the 17 variables cam
be easily seen in I able 4.3. For instance, simple correlation
between attitudes toward learning the language and
integrative orientation is .38, with a significant level of
.002, indicating that the two factors are positively related;
interests in foreign languages in general is also
positively related to attitudes toward learning the
language (r==.52, p.001). It is even more helpful to examine
the simple correlations between the two dependent variables
and the independent variables and see how each independent
variable is linked to a dependent one without interference
from other independent variables. For example, MI is closely
linked to attitudes toward learning the language (r—.57,
p.001); to interest in foreign languages (r=.51, p.001);
and to interest in the target language (r—.50, p.001).
4.3.1. Significant Predictors of Motivational Intensity (MI)
Multiole regression was performed on both the whole
population and on the English majors and non—English majors
separately so as to find out the significant predictors of
the two dependent variables.
Table 4.4 shows the results of the multiple regression
analysis of 15 independent variables and MI of the
population. Two variables entered the equation, namely,
Attitudes Towards Learning Experience and VocationalAcademic
Needs, with r values of .57 and —.41 and Beta values ot. o
(p.001) and -.27 (p==. 02) respectively. The; significance o+
the F values of the two variables entered (p.001) manifested
a linear relationship between the two variables and Mi.
Variables that were not in the equation but which could be
significant otherwise included Interest in Foreign Languages
in General (p=.06), Interest in Target Language (p=.06) and
Anxiety (p=.07). The two entered variables explained 36% of
the variability.
Table 4.4
Stepwise Multiple Regression Analysis
of 15 Variables in Relation to Motivational Intensity (MI)
Variables in the equation:
Step Variables entered Beta
Step 1 Attitudes towards
Step 2 VocationalAcademic
Needs
Variables not in the equation:
Variables Beta in t to enter P
Integrative orientation
Interest in foreign Igs
Offense
Resistance psychology















































Results indicate that 1) the better attitudes a person
has toward English learning, 2) the less dependent a person
is upon vocational or academic needs in the learninq of
English as a foreign language in China, 3) the higher
interest in English and in foreign languages in general, and
4) the less anxiety a learner has, the stronger motivation
heshe has in English learning.
Table 4.5 shows the predictive power of the 15
independent variables in predicting MI of the English majors.
Tahl 4 S
Stepwise Multiple Regression Analysis
of 15 Variables in Relation to Motivational Intensity (MI)
(Enolish Manors)
Variables in the equation:










Variables not in the equation:
















































Variables in the equation were Interest in Target Language
(r=.66, Beta-.66), Interest in Foreign Languages in General
(r===.59, Beta=.35) and Resistance Psychology (r--.26, Beta---
.36). No other variables were significant enough to be
considered in entering the equation next to the three above.
R~ was .60, indicating that 60% of the variability could be
accounted for bv the three variables.
The first two of the three variables entered, i.e.
Interest in Target Language and Interest in Foreign
Languages, positively predicted MI while the third variable,
Resistance Psychology predicted MI negatively. In other-
words, 1) the more interest in English and interest in
foreign languages in general, 2) the less resistance
psychology an English major has, the higher motivation heshe
has in the learning of English as a foreign language.
A somewhat different result was obtained from the non-
Enqlish majors. Three variables were entered in Table 4.6.
Again, Attitudes Towards Learning Experience and Anxiety were
significant predictors of MI, yet Resistance Psychology,
unlike that for the English majors, became a positive
predictor of MI for the non-English majors (r=.40, Beta=„41).
No other variables were satisfactorily significant in
predicting MI. A combination of the three variables above
accounted for 55% of the variability.
Table
St ep wise Mu11 i p 1 e Reg r ession An a1ysis
of 15 Variables in Relation to Motivational Intensity (MI)
(Non-English Majors)
Variables in the equation:
Step Variables entered Beta F t






















Variables not in the equation:
Variables Beta in t to enter P
Vocationalacademic needs
Integrative orientation
Interest in foreign Igs.
Of f ense
Interest in target Ig.
Self-achievement needs
Negative ethnic attitudes










































For the non—English majors, 1) The more positively one
views hisher experience of English learning, 2) the more
resistance psychology heshe has, and 3) the less anxious
heshe is, the higher motivation the subject Mas in English
learning..
4. J., 2. Significant Predictors
of English Proficient
I able 4.7 shows the relationship between the 15
independent variables and English proficiency of the
DODUiation as measurer! hv 7 smres m-f the rln?e c=rT-,r-ec=
Table 4.7
Stepwise Multiple Regression Analysis
of 15 Variables in Relation to English Proficiency
as Measured by a Cloze Test
(Proficiencv=Z scores of the cloze scores)
Variable in the equation:
Step Variable entered Beta








Variables not in the equation:





Interest in foreign Igs.
Offense
Resistance psychology-


















































One variable entered the equation, i.e., Self—perceived
English Level Among Peers (r= .40, Eieta=.40). It explained 10%
of the variability. Another independent variable that could
be considered next in entering the equation was Anxiety
(Beta=.26, p=.07). The results suggest that 1) the higher
one views hisher English level among hisher fellow
students, and 2) the less anxious heshe is, the higher
hisher English proficiency.
For thie Enq 1 i sh ma j or s. Resi stance Psvchol oov was t he
only significant yet negative predictor of proficiency (See
Tab1e 4.8 be1ow).
Table 4.8
Stepwise Multiple Regression Analysis
of 15 Variables in Relation to English Proficiency
as Measured by a Cloze Test
(Proficiency—Z scores of the cloze scores)
(English Majors)
Variable in the equation:









Variables not in the equation:





Interest in foreign Igs.
Offense



















































As is seen is Table 4.8, resistance psychology alone
accounted tor 19% of the variability. In other words, the
more resistance psychology an English major has towards
Westerners,, the less prof icient heshe is,,
Table 4.9 presents the multiple regression analysis of
the 15 independent variables against the English proficiency
of the non-English majors:
Table 4.9
Stepwise Multiple Regression Analysis
of 15 Variables in Relation to English Proficiency
as Measured by a Cloze Test
(Proficiency—Z score of the cloze score)
( Non-Enalish Majors)
Variab1es in the equation:

















































Variables not in the equation:









































Five variables entered the equation for the non-Enolish
majors in predicting English proficiency (Table 4.9 above).
Ihey were: Interest in Foreign Languages (r=.52, Beta-.52),
Attitudes Towards Learning Experience (r=.33, Beta-.40)
Offense (r-.27, Beta=.33), Perceived Parental Encouragement
(r-.12, Beta-.39) and Interest in Target Culture (r=.10,
Beta=„36). These five variables together accounted for 60%
of the variability.
It seemed that for the non-English majors, 1) the more
interested they are in foreign languages, 2) the more
satisfactory their learning experience, 3) the more they
think that they are offended by Westerners, 4) interestingly,
the less parental encouragement they perceive, and 5) the
less interest they have in the target culture, the higher
their English proficiency.
4.3.3. Correlation Between
Motivational Intensity and Proficiency
Are motivated learners necessarily proficient ones?
Table 4.10 has t h e an s wer:
Table 4.10
Correlation Between Motivational Intensity
and Enqlish Proficiency





Un the whole, correl at i on between Motivat i nnal T ntmneti t v
and English Proficiency was not quite high (r -.35) yet still
significant (p=.01). Contrary to the author's expectation,
the English majors demonstrated quite a different pattern
(r=.07, p=„37) from the non-English majors whose answers
manifested a relatively strong link between MI and PROFIC
(r=.59, p=.0005). It could be understood that a highly
motivated English major may not necessarily be an equally
prof ici cent learner whereas a highly motivated non-English
major usually succeeds in the learning of English as a
foreign language in China.
4.3.4. Summary of major findings
GeneralIv speaking, multiple regression analyses of the
data revealed meaningful patterns of relationship between the
independent variables and the two dependent ones. Moreover,
the English majors demonstrated significantly different
reactions from the non-English majors. Table 4.11 summarizes
the variables that are significantly and marginally related



































Interest in foreign languages
beta=.52 p=.004



















When the whole population was considered together,
attitudes toward learning experience and vocational
academic needs emerged as the significant predictors of MI.
This list could have been expanded to include interest in
foreign languages, interest in the target language and
anxiety, if the population had been larger than 77. Self-
perceived English level among peers, a factor of self-
confidence in English learning, was the only factor that
significantly predicted PROFIC of the whole population, while
anxiety, a negative predictor, could have been added to it
if more subjects had been considered.
Variables that significantly predicted MI of the
English majors include: interest in the target language,
interest in foreign languages in general and resistant
psychology. Resistance psychology was also the only-
significant predictor of PROFIC of the English majors.
Three variables predicted MI of the non-English majors
significantly. They were: attitudes toward learning
experience, resistance psychology and anxiety. As for
the prediction of PROFIC of the non—English majors, five
variables turned out to be significant: interest in foreign
languages in general, interest in target culture,
offense, attitudes toward learning experience, and
parental encouragement.
It should be noted that there were significant
differences between the English majors and the non-English
manors. esoeciallv in the following factors: resistance
psychology, offense, anxiety and interest in target
culture as well as in the relation between MI and PROFIC.
Resistance Psychology was a significant negative
predictor of both MI and PROFIC for the English majors
whereas it positively predicted MI of the non-English majors;
Offense was a positive predictor of the non-English
majors' proficiency, while it was not a significant predictor
of the proficiency of the English majors (Table 4.8);
Anxiety was a significant negative predictor of MI
for the non--English majors (p—,03), whereas it was
insignificant in predicting PROFIC of the non-English majors
(p=28, Table 4.9) as well as MI (p=.33, Table 4.5) and
PROFIC (p= 54, Table 4.8) of the English majors. However, the
correlation between anxiety and both MI and PROFIC were all
negative;
Interest in Target Culture negatively predicted the
English proficiency (p=.04) and MI (NS, Table 4.6) of the
non-English majors. The contrary was found true, though
insignificant, for the English majors (Table 4.4; Table 4.8);
The non-English majors' MI correlated significantly
with their PROFIC (r=.59, pC.OOl), whereas the correlation
b Eft ween MI and PROFIC of the English majors was
insiqnificant.
In addition, at—test was performed (Appendix IV-a) to
see the differences between the English majors and the non-
English majors in answering the 14 independent variables in
the questionnaire. The only significant difference between
the English- and non—English majors in responding to the 14
variable-sets lay in their interest in -foreign languages
(t=2.93, p=.004)..
As planned, multiple regression analysis was also run
on subjects in Beijing and subjects in Guangzhou
respectively. Yet a listwise deletion of missing data left 44
subjects in Eteijing but only 11 in Guangzhou, making it
statistically meaningless to compare the two samples'.
C E---E F= T EE E-C V
D 3_ SS CZ U. SS SS SZ) rb
Table of Contents







5, 1. 1. Atti tudes
a) Ethnic attitudes: positive vs. negative.,
b) Ed uc ation a1 a11it ud es:
what role do they play?..
5. 1.2. Mot i vat i on
a) The invalidity of the dichotomy of
integrativenessinstrumentality as
motivation type among Chinese EFL
students 94
98b) English as a school subject
5.1.3. The relation between motivation
and nrof i ci encv
5.1.4. Summary.
5.2. Learning Context as a Determinant
5.3. The Multi-dimensional Nature of Motivation
and Attitudes: research discrepancies revisited.
5.3.1. The nature of motivation and attitudes..
5.3.2. A global reflection on previous research.
5.4. Significance of the Present (Research
5.4.1. Importance of the affective variables


















In this chapter, the relationships among attitudes,
motivation and EFL proficiency will be first examined in
terms of looking into the ten hypotheses. Attention will then
be turned to the contextual dimension on which this research
is based. Next, an explanation of previous conflicting
findings will be offered in light of which the earlier
discrepancies will be examined. Finally, the significance of
the present research will be pronounced.
5.1. Attitudes, Motivation and Proficiency:
Pel ationships
5.1.1. Attitudes
a) Ethnic attitudes: positive vs. neqative.
Positive ethnic attitudes are not related
to motivational intensity for Chinese EFL
studen ts.
It was stated in Hypothesis 1 that positive ethnic
attitudes of the Chinese EFL learners toward the English
speaking world make no difference to their motivational
intensity in learning. The findings confirmed HI in that no
meaningful patterns were shown between the variable oi
negative ethnic attitudes and the measure of Ml (iabie 4.4:
Beta-.08, p=. 51; Table 4.5: Beta=-„13, p=.33; Table 4.6:
Beta- -.01, p=.95). Although no direct measures of positive
ethnic attitudes were utilized, the contention is that a low
score on negative ethnic attitudes would represent positive
or at least neutral ethnic attitudes, and that a signiticanc
positive correlation must be found between a low score on the
negative ethnic attitudes scale and MI, if indeed it was
true that positive attitudes positively predict MI. This, as
predicted in HI, was not confirmed.
It is interesting to note that low negative ethnic
attitudes (X— 1.69) and perceived offense (X-2.69) were
reported, yet a considerable aimount of resistance
Psychology was pronounced (X-3.73). This is probably due to
the fact that direct ethnic conflict between China and the
West has been over, and the bias or even hatred toward the
once so—called foreign devils has been superficially
forgotten or replaced by some friendly associations with the
advanced Western countries. Nevertheless, a sustained
negative force of attitudes has turned into a strong
resistance psychology for most of the present—day Chinese
youths because of an intensive education about national
humiliation in contemporary Chinese history. It is probably
true that this psychological dilemma exists in most young
Chinese students today. On a conscious level, no one would
admit that they are stereotyped toward the advanced foreign
countries, but on a subconscious level, a deeply rooted
resistance psychology will be activated wncnever an
unfavorable national in-group image is shown to them.
Surprisinqly, this resistance psychology which the Chinese
forefathers had one and a half century ago has been dwelling
there in the Chinese hearts for such a long time, and
moreover,as is shown in this study, this resistance is even
serving as a strong motivating force for some people in their
learning of English as a foreign language.
2: Resistance psychology positiieiy
predicts aotirational intensity and EF1
oroficiencv.
It may be argued that negative ethnic attitudes may
serve as a support for an instrumental motive of FL learning
1
in cerms of maintaining ai resistance psychology. In this
respect, H2 is partially confirmed by the empirical data. The
non-English majors' MI was positively predicted by a
resistance psychology. (Table 4.6,, MI, Beta-.4:1, p=.006)„
However, resistance psychology did not enter the equation in
J
predicting PROFIC of the non—English majors, offense
entered the equation instead (Table 4.9, Beta—.33, p=.04). A
possible reason to ac count for this is that resistance
psychology serves only as one source of instrumental
motivation, and that the outcome of foreign language learning
could be mediated by other motivational factors.
The opposite was found true for the English majors.
Resistance psychology negatively predicted both MI (Table
4.5, Beta=--n36, p—.01) and PROFIC (Table 4.8, Beta-—. 4,
p—.01). In fact, it is the only predictor variable that was
entered for PROFIC of the English majors. These results show
that unlike the non—English majors, an English major must be
psychologically open to the target language speakers in order
to be highly motivated in the learning process and to achieve
a high proficiency. Those who are psychologically resistant
to the target language speakers can hardly be expected to
have high motivation of learning the culture, (literature?,
arts, etc.), and the way of thinking, which aire the
requirements and, more often than not, consequences of
intensive foreign language learning. They would not even
welcome their teachers who are native speakers of the target
language. The difference between the English majors and the
non-English majors lies in that the non-English majors learn
little more than the language per se, whereas the English
majors are exposed to a larger quantity of almost every
aspect of the target culture, ways of thinking of the target
language speakers as well as the target language.
It may thus be concluded that the Chinese EFL students'
positive ethnic attitudes toward Westerners are generally not
predictors of MI, yet they act as the prerequisites for high
2
motivation of the English majors. On the other hand,
negative ethnic attitudes, if severe enough to perceive an
offense and to derive a resistance psychology, would strongly
influence learning motivation and proficiency of the
learners. It should be noted that the distinction must be
made between the English and non-English majors in this
respect. When the two groups of subjects are considered
together, resistance psychology may not be significant let.
Table 4.11).
b) Educational attitudes:
what role do they play?
Educational attitudes attitudes toward
teachers and attitudes toward the hngiish
course are positiieiy correlated with
motivational intensity.
Results indicate that most of the subjects expressed
satisfaction toward their English course (X=3.81) and their
English teachers( X=3.82). Contrary to my expectations,
there were not any meaningful and significant patterns
between the two educational attitudes and MI or PROFIC.
However, it is too hasty to conclude that H3 can be rejected,
for there was indeed a case, that attitudes toward course
was a significantly positive predictor of PROFIC (see note 1
to Chapter IV) for subjects in Beijing. Therefore, I would
not risk committing a Type II error by claiming that no
relationship exists between educational attitudes and MI or
PROFIC when there might otherwise be one if a larger sample
was used. Another possible; reason could be due to the bi¬
directional nature of attitudes— positive vs. negative.
positive attitudes toward the teachers and the English
course may serve as a source of motivation yet negative
associations of the teacher or the course can certainly
stifle a learner's interest or desire in, and proficiency of,
English. Hence, negatively keyed items would be assumed to
relate significantly to either motivation or achievement in
EFL learning.
5.1.2. Motivation
a) The invalidity of the dichotomy of integrativeness
instrumentality as motivation type among Chinese EFL
students
4: .Instrumental! orientation is dominant over
integrative orientation.
The grand mean score of vocationalacademic needs was
2.76, and that of self-achievement needs was 3,41, while
the grand mean of integrative orientation was only l.W,
indicating that instrumental motivation is dominant over
integr ative motivation in the Chinese context, and moreover,
there was so little integrative orientation reported that it
could hardly be said to exist.
It is thus seen that the Chinese EFL learners, being
devoid of substantial contact, (not to mention integration)
with native speakers o-F the English language, cannot possibly
be integratively oriented or motivated to learn English in
the Chinese EFL context. Given the non-existence of an
integrative motivation, the crucial dichotomy of
integrateveness vs. instrumentality in Gardner's theory is
not applicable to the learning of English in the Chinese
environment. It should be noted that the concept of
integrativeness in this study is the same as that of
Gardner's; what is different is its operational definition
(see 1.3. p. 10). Integrativencess refers to an open
willingness to take on aspects of behavior of another group
(Gardner, 1985:149); an orientation is referred to as
integrative if the student wishes to learn more about the
other cultural community because [emphasis mine] he is
interested in... eventually being accepted as a member of
that other group (Gardner and Lambert, 1972:3).
Operationally, three measures constitute Gardner's concept of
integrativeness: attitudes toward the other group; interest
in other languages; and an expressed integrative orientation.
The second of these three, in contrast, has not been included
in my measure. An interest in the target language and other-
foreign languages in general may not be a defining feature in
tne concept of integrativeness; rather, it would be more
meaningful to say that they reflect a linguistic orientation
of the learner; or it could well be because of a good grade
or teacher's approval. Granted that an interest in other
languages can be regarded as an aspect of an integrative
motive, it appears only in a true second language environment
(cf. pp. 11—12) where the interest possibly serves as a
support of the integrative motivation. Yet interest can never
be integrative motivation, nor should there be an equation
between the two, because there are contexts where interests
cannot be regarded simply as a support of integrative
motivation. What, then, is the relation like between the two
t ypes of orien t ation and motivation a1 in t ensit y or
proficiency?
5: Integrative orientation i not a
significant positive predictor of motivational
intensity and proficiency.
Simple correlation between integrative orientation and
MI and PROFIC were .05 (p-.35) and -.08 (p=.28) respectively,
enough to confirm H5. Besides, a consistent negative
relationship was observed between integrative orientation and
the two dependent variables, with one case (in predicting MI
of the Beijing subjects, Beta--,, 27, p. 05) even significant
(cf. p.43). This is apparently very hard to interpret, the
only reason I can think of is probably linked with the
learners' personality traits. Those outgoing persons (who are
t h e most r ead y c an did at es f or the in t eg rative1y orien t ed
group) would have interest in too many things and hence spend
relatively less time and effort (which constitute a good part
of Ml) in English learning. In addition, owing to very few
opportunities provided -For natural integration with English
speaking friends, the integratively oriented students were
actually provided with less language input than their
classmates who learn their English primarily though reading.
For, reading is the basic source of foreign language input in
China.
How is instrumental orientation related to MI and
PROFIC? Is it the case that the more one learns English for
utilitarian purposes the higher his motivational intensity
and proficiency (of. Lukmani, 1972)? Results indicated that
this again is open to doubt.
6; ZnstruBentaJ orientation doe5 not
positieiy predict motiyationai intensity and
EFi proficiency.
In Table 4.4, vocationalacademic needs entered the
equation eis a significant (p=.02) negative (Beta=-„27)
predictor of the subjects' MI. This negative relation
remained to be true for both the English majors and the non-
English meijors. It seems to be inconceivable at the surface
level, yet an analysis of the construct may help to clarify
the issue. First, it has been established that learners are
not integratively motivated, but this is not tantamount to
saying that they are all instrumentally motivated. In other-
words. instrumentality is by no means the only source of
motivation left for Chinese EFL students. It is usually the
case that students may have nearly equal utilitarian
purposes, but are unequally motivated and achieve unequal
proficiency. Second, items in the construct of vocational
academic needs ruled out other possibilities by asking the
subjects whether they learned English only because of
various instrumental means. In other words, subjects who
gained a high score on this orientation demonstrated a
reluctance (low motivation) in English learning. These
subjects learned English because they have to learn it for
future use, regardless of their interest in learning it. As
for the prediction of PRDFIC, neither of the two needs-
measures revealed any meaningful patterns, which reinforces
the hypothesis (H6) that instrumental orientation is not
necessarily associated with either motivational intensity or
learning outcomes.
b) English as a school subject
Interest in foreign languages and interest
in tf?e target language positively predict
motirational intensity and proficiency.
It is not difficult to understand that in an
environment where English is learned basicaily in the
classroom in a foreign language context, English is indeed
taken as one of the school subjects by students. In other
words, EFL learning is an educational phenomenon rather than
a true social psychological! experiment (Gardner, 1983).
Therefore, it should be regarded as an educationo-
r,5vrholnciical orocess instead of a socio-psychological once.
in other school courses, interest plays a vital role
i.n the learning of English as a foreign language. On the
nh-ole, interest in foreign languages in general (r=.. 51,
p<.oo1> and interest in the targhet tlanguage <r=.50,p<.001>
positively predicted the subjects' motivational intensity
(see lable 4.3. p.74), especially that of the English majors
(I able 4.5. p.77). Yet this pattern did not repeat itself in
predicting the subjects' proficiency, (Table 4.3, INTFLG,
r-.l, p-.12), which could be explained by the fact that the
relationship between motivational intensity and proficiency
may not be linear as predicted (see sec. 5.1.3 below). H7 is
thus partially confirmed.
8; Satisfactory Jearniag experience
positively predicts motivational intensity and
proficiency.
Attitudes toward learning English was an over¬
whelmingly significant and positive predictor of MI (Table
4.3, r-.57, p.001; Table 4.4, beta-.57, p.001) but an
insignificant predictor of PRQFIC (Table 4.3., r=.04,p-.38;
Table 4.7, beta--.09, p-.52). Again, H8 is only partially
confirmed.
Although Table 4.5 did not show a significant relation
between attitudes toward learning and MI (beta-.18, p=„26),
Appendix ii-b manifested clearly that attitudes toward
learning is a significant predictor of MI (r-.55, p-.002).
The only exception of H8 is the prediction of the English
majors' PROFIC (r--.28, p-.08), suggesting again that the
relationship between Ml and HRUI-lU is non—linear tor the
English majors (cf. sec. 5.1.3. below), as those Lnglish
majors who have gained a high proficiency have probably Mad a
painful experience of exerting themselves in the learning of
English as their major.
Self—perceived proficiency ierei
positiyeiy pr edicts motinational in tensity and
proficiency.
Self-perceived English level among peers has been
consistently significant in predicting both MI and PROFIC
in terms of simple correlations' (cf. p.47), but it was
significant only in predicting PROFIC of the whole population
so far as multiple regression is concerned, which indicates
that self-perceived level is one of the most important
factors that determine the MI and PROFIC of learners, but
that its predictive power is mediated by other variables. H9
can thus far be said to have been confirmed.
Inaiety negatirely predicts
intensity and proficiency.
On the whole, anxiety negatively predicted both MI and
5
PROFIC in a relatively consistent pattern The larger the
population sample, the more significant the simple
correlation was. In addition, multiple regression atnalysis
yielded a similar pattern, with the non-English majors more
significant than the English majors. This could also be
attributed to the fact that the English majors are more
obliged to learning than their non-English major
counteroarts, and that the obligation requires a certain
amount of anxiety in order to exert themselves in their major
of study. On the whole, results in this study was consistent
with those in previous literature (cf. p.47).
One thing should be emphasized in light of the previous
arguments, namely,, when a student comes Lo ci rL clas all ecuJy
biased uowaf u the t air get language community,, the teacher can
do little about it. Yet once in the classroom, it is all up
to the teacher to stimulate the learner's interest in the
course, to provide a warm and encouraging classroom
environment to reduce the learner's anxiety level, and to
enhance his self—confidence. As a result, the student will
perceive a satisfactory and reassuring experience of
learning, changing in due course his stereotypes
unconsciously as a side effect of a satisfactory learning
experience.
To say that the pool of educationo-psychological
variables is a major source of the motivating forces that
underlie the FL learning process does not mean that it is the
only and exclusive source of motivation. As China continues
implementing its open door policy, more and more chances will
emerge for direct or indirect contact with the West.
Moreover, the social fashion of going exbroad is gaining
popularity day by day. Therefore, socio-psychological factors
might increase their power in inf1uencing peop1e's motivation
of FL learning. For the time being, resistance psychology is
one of the major characteristics that makes the learning of a
FL different from other school courses, and foreign language
anxietv might also be different from anxiety in the learning
of other courses in the curricula.
5.1.3. The relation between motivation and proficiency
The assumption that a high motivation is associated
with a high proficiency has hitherto not been seriously
questioned. A difference, however, was found in this study
manifesting that the assumed linear relation is true only for
the non-English majors (r=.59, p„001), and that for the
English majors, the relation between' motivation and
proficiency is much more complicated (r-.07, NS). First, the
power of motivation can be mediated more by language aptitude
tor the English majors than for the non-English majors. And
second, it could well be that the non-proficient English
majors would strive (spend much time- and effort) for success
in their study, whereas the non-proficient non-English majors
would shift their attention to their own respective majors..
b,. 1. 4. Gummary
It has hitherto been argued that:
1) if ethnic attitudes play a role in motivating students to
learn a foreign language, it is the negative attitudes, i.e.,
the underlying resistance psychology, that serve either to
arouse the learner or to inhibit the learning process;
2) the dichotomy of integrativeness vs. instrumentality as
motivation types is invalid in foreign language environment
like China where:
a) there is little direct integration with the target
language community;
b) the relationship between integrativeness
instrumentality and motivation/proficiency did not verify
Gardner's original theorizing of the dichotomy; and
c) there appeared to be other sourcer sourcee of motivation
besides the socio-psychological one;
c.) interest, satisfactory learning experience, sel {-concept,
anxiety, etc. which are basically educationo-psychological
concepts, play a vital role in EFL learning by Chinese
college students. English learning is thus concluded to be
primarily an educational phenomenon. It is the same as other
school courses but with two exceptions, i.e. resistance
psychology and FL axnxiety; and
4) the relation between motivation and FL proficiency is non¬
linear for the English majors.
5.2. Learning Context as a Determinant
The context of learning another language is decisive in
that first of all it determines whether natural and adequate
target language input is available, and second, it is the
precondition which determines a learner's dispositions toward
learning the target language. Without a keen concern on the
contextual dimension, any attempt to search for a universal
pattern of affect is bound to be futile.
There is ample evidence (see pp.36—45) to show that the
nature of affect in an FL environment is very different from
that in a second language environment. In this respect,
distinction should also be made between a true secone
language environment and a quasi-second-language
en vi r on men t (see sec. 1.3 above). iiv. seems to o o ti ie i_. cise
that in a true second language environment, socio-
psychol oq i cal var i ab i es play a more i nip or t. ,%u t L r oi e
educati ono psych ol og i cal var i ab 1 es, ouc che L. on Li- a r y is
' j a{ ore i q n language c on t ex c. I he quca. i —secorid i ci: :y Uciy c.
environments reveal inconsistent patterns somewhere in
between the true—second —language context and the FL context,,
Even within an FL context, there are variations in
terms ot the subjects' major and geographical differences.
I he present study has demonstrated that the environment of
the English majors is, in a sense, similar to the SL contexts
because an [English major has more opportunities in direct
contact with the target language speakers and their culture,
and hence more informal acquisition than his non-English
major counterparts. Unlike the non-English majors, the
English majors must be positively disposed toward the target
community and culture in order to be successful in learning
the target language. In addition, they have to spend most of
their energy and time on learning English, which accounts for
the majors' and non-majors' differences in interests,
learning experience, anxiety, etc.
Owing to some inconveniences in data collection in
Guangzhou (cf. p.64; p.118), and a 1istwise deletion of
missing daxta for multiple regression analysis, insufficient
subjects (11) in Guangzhou made it difficult to compare the
differences between two representative cities in China.
Nevertheless, a comparison of means on the 14 independent
variables in the questionnaire did reveal a meaningful socio-
psychological pattern, i.e. subjects in Guangzhou perceived
more utilitarian needs of English learning, and they were
more interested in English than their Beijing counterparts
(see Appendix IV-b).
3.3 The Muiti-dimensional Nature of Motivation
and Attitudes: research discrepancies revisited
ihe present study has revealed more discrepancies than
generally reported in the affective literature. Should one
wish to find faults with the measures (affective or
proficiency) utilized in this piece of work, he would most
likely succeed, as is the case with all previous measures in
this domain. However, any carefully designed measure would
have some validity in it own right, and as I have argued
earlier (of. pp. 48-50), there is little point to argue
endlessly on the invalidity of each other's measure. A new
approach to the old question would be more helpful.
5.3.1. The nature of motivation and attitudes
Previous research has, time and again, suggested that
the nature of motivation and attitudes are multi-dimensional.
This multi—dimensionality can be illustrated in Table 5.1
below:
Table 5.1. Dimensions of
Motivation and Attitudes
Dimensions
Motivation a. Type of motivation
b. Strength of motivation
c. Context
d. The change of motivation over time
Attitudes a. Type of attitudes
b. Strength of attitudes
c. Context
d. the change of attitudes over time
Four dimensions arse identified in Table 5.1.: tne type,
strengtn, context of affect and the change of it over time.
First, different types of a11i tucles may i nf luence yarious
types of motivation, e.g. educational attitudes can hardly
influence integrative motivation. Therefore,, instead of
saying attitudes influence motivation., it is better to say a
certain type of attitudes determine its corresponding type of
motivation. Second., both motivation and attitudes can be
strong or weak. Moreover, thee strength of affect is polarity-
sensitive (motivation and attitudes vs. inhibition and
stereotypes), and both directions can be effective when
strong enough. Very strong positive attitudes toward the
target people, for example, may lead to a very strong
interest and motivation in learning the target language; on
the contrary, very strong biases toward the target people may
also strongly influence the learning motivation, either
instigating or inhibiting learning. Third, contsext of
learning, as has been pointed out throughout this study,
determines the type of affect and the extent to which the
af f ect i ve var i abl es i nf 1 uence FLSL 1 earni ng,. I n other words,
the significance of a certain type of attitudes or motivation
may vary from context to context. Last, both attitudes and
motivation are constantly changing. A ncigative ethnic
attitude? can become more and more positive due to more
communication and understanding. Likewise, a weak motivation
can be? gradual ly strengthened, or vice versa. As a result,
these changes in attitudes and motivation may well alter the
FLSL learning outcomes.
The point to note.is that when one dimension of either
motivation or attitudes is being examined, the other
dimensions must be controlled in order for the discussion of
this dimension to be meaningful. If a certain type of
attitude is said to be important in determining a certain
type of motivation at a certain point or period in time, it
must be confined to a certain context, and it must be strong
enough. In other words, putting ethnic attitudes together in
a measure and claim its importance in determining motivation
in all contexts is illogical.
5.3.2. A global reflection on previous research
a) Dimension 1: Type
Literature to date has not documented clearly which
types of attitudes influence which types of motivation. It
has often been the case that social attitudes, educational
attitudes and various interests were combined into an
attitude measure, the strength of which has been used to
predict that of motivation.
In addition, one type of motivation, the social—
psychological variables, has been given much attention at the
expense of other motivation types. In other words,
motivational forces in SLFL learning can be attributed to
social-psychological factors (e.g. ethnic attitudes,
perceived ethnolinguistic vitality, etc.) as well as to other
factors such as educationo-psychological variables (e.g.
self—confidence in learning, anxiety, interest, learning
experience, etc.). Usually, the former is salient under
cbnditions where the learner (andor his native language
community) is in, or has had direct contact with, the target
language community, the consequence of which has given rise
to strong social attitudes. In addition, these attitudes must
be held, or at least so perceived, by the learner in order to
motivateinhibit the learning process. When learning takes
place primarily inside the classroom, educationo-
psychological factors would be the basic variables that
influence the learning process.
b) Dimension 2: St r en gt h
Until now, the most popular argument has been that
positive attitudes are related to motivation and hence
proficiency of SLFL learning. Yet the aspect of negative
attitudes has not received enough attention. In fact, this
problem emerged long ago in Oiler, Baca and Vigil (1977), and
Oiler, Hudson and Liu (1977) (cf, p.41). Unfortunately,
Gardner (1980:265) shrugged it off lightly by saying that A
f ew ex c ep tion s do not invalid at e p r evious fin din g s, However,
Gardner did seem to be aware that negative attitudes in some
contexts could be a strong motivating force for some people
(p.266).
In much the same way, am inhibitive force could be just
as strong as a moti vati ng one in i nf 1 uencing S L 1-L
achievement. Namely, no priority should be assigned to one or
the other. It is a pity that the dichotomy of motivation vs.
inhibition has not been rightly captured. In fact, Gardner
(1985) even attacked Krashen and Schumann, saying that their
models (which lay emphasis on the. inhibiting aspect of
affect; are models of non-acquisition., and that his (which
focuses on the motivational aspect) is a model of
acquisition..
c) Dimension 3: Learning context
the effect of affective variables varies in terms of
context of SLFL learning. Second language environments can
not be expected to yield the same results as foreign language
environments. True second language contexts are also
different from quasi-second language contexts (see p.12).
Within a foreign language setting, English majors demonstrate
different patterns of affective behavior from the non—English
majors. In addition, geographical differences may also result
in variations in affect. Previous research has been largely
focusing on the universal aspect of affect without adequately
acknowledging contextual differences,
d) Dimension 4: Change
The bulk of research in the aff active domain of SLFL
learning has included studies in which the results of
affective measures (usual1y questionnaires) and those of
proficiency or achievement measures were compared. Attitudes
and motivation, however, cam change during the learning
process. Longitudinal or developmental studies are thus
needed to examine these changes and the consequences they
bring to the learning outcome.
As has been shown, if we examine previous discrepancies
in the light of the multi—dimensional nature of motivation
and attitudes, it would not be -surprising that the findings
disagree with each other.
o„i. significance of the Present Research
5.4. 1. importance of the affective variables
It is not difficult to understand that little learning
acquisition will take place when he refuses to learn, no
matter how much language input or how high his language
aptitude is. Nor is it difficult to see that a learner will
strive as hard as he can to learn the target language if he
is interested in it, perceives a strong need, or receives
encouragement, regardless of how little input is available
and how low his language aptitude is. The affective variables
decide who will succeedfail in the FLSL learning process,
and explain why they succeedfail. Research into these
variables is just as.important as (if not more important
than) research into the input variables.
5.4.2. Significance of the present thesis
a) Theoretical contributions
The present thesis has re—examined various factors that
affect SLFL learning and offered a new perspective on the
multi—dimensional nature of motivation and attitudes, which
helps to explain, to a certain extent, the previous
discrepancies in empirical studies. By focusing on one
largely neglected dimension of motivation and attitudes, the
dimension of context, this study has suggested that
educationo-psychological variables might be a major source of
motivation for EFL learners in China.,In addition, this study
has also proposed an explanation for the relationship between
negative attitudes and motivation or proficiency.
b) Empirical contributions
this study has contributed to the empirical literature
in the? following ways. First., it has offered one of the first
set of empirical data on ethnic attitudes of Chinese EFL
learners toward the Westerners and their relation to English
proficiency. Second, it has down-played socio-psychological
factors, with the exception of negative ethnic attitudes, as
a major source of motivation for EFL learning. Third, it lias
singled out educationo-psychological factors (interests,
learning experience, need for achievement, anxiety, and self-
confidence) as the primary source of motivation in the
process of EFL learning in China.
c) Educational implications
For a long time, the Chinese teachers of English have
been provided with a substantial amount of syllabuses,
textbooks, teaching materials, and teaching methods, almost
neglecting the affective side of Ll-L learning. I Mis study is
among a few research works that rightly directs the teachers'
attention to the affective domain. It is also one of the
first attempts that aims to map out the motivational factors
influencing the learning, and hence, the teaching process in
China. By emphasizing the dichotomy of instigation
inhibition, this study provides cautions for the classroom
teachers that they should do everything to prevent inhibition
(e.g. anxiety, and negative attitudes toward the learning of
English) from taking place. In addition, it is also suggested
in the thesis that teachers should pay enough attention to
the differences between the English and the non-English
majors, and treat them accordingly. Moreover, the emphasis on
the eclucationo-psychological factors in this research places
more responsibility on the teacher, who is believed to be
crucial in making the learners interested in what they are
learning, easing their anxiety, and encouraging the poor as
well as the good students. In other words, a teacher would
not be regarded as qualified unless heshe has the ability to
teach, to guide, encourage, and comfort hisher students in a
friendly, loving manner. Only in this way will the classroom
learners willingly and pleasantly accept the language input.
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6.1. Purpose? Ful f i 11 ed
I he present study has dealt with the motivational
aspect of affect with a specific focus on the contextual
dimension. It has been found that for Chinese EFL learners at
the tertiary level, the major motivating forces can be
attributed to the educational psychological factors (e.g.
interests, learning experience, self-concept, and anxiety)
with only one except!on--a deeply rooted resistance
psychology. Besides, motivational intensity has been found to
be non-1inearly related to proficiency. A general
interpretation was then introduced to account for the
research conflicts among previous empirical findings and the
ones in this study. Namely, 1) the nature of affect is multi¬
dimensional, hence studies of any one dimension (e.g. the
strength of affect) should hold the other dimensions as
constant; 2) both motivation and attitudes are polarity-
sensitive,, and an increase in any one of the two directions
will strengthen their predictive powers.
These findings and the rationale are significant in
that 1) they help to improve the existing theories which are
largely inadequate; 2) they represent one step toward
revealing some hitherto unobserved variables which are
potentially important in determining the success or failure
of EFL learning, especially in the Chinese context. this
step,, in turn,, anticipates further investigations into
ways of incorporating these variables into appropriate
teaching procedures; and 3) they offer guidelines in the
affective domain for classroom practitioners by recognizing
the FL claxssroom as the major source of target language and
affective input in a context like China.
6.2. Limitations of the Present Research
First, the data in this study was collected at almost
the same time. It is therefore difficult to see the
developmental pattern of attitudes, motivation and
proficiency. Second, more subjects would have made the
findings statistically more meaningful and convincing. Last,
instead of forming pre--set variables, a survey that contains
open—ended questions like What is your motivation of English
learning? would have been more helpful in revealing the
motivational pattern underlying the EFL learning process in
China.
6.3. Suggestions for Future Research
Future research on the affective domain of EFL learning
in China should take educational psychology as the point of
departure and design empirical studies accordingly. More
empirical investigations should be done on the affective
aspect of FL learning in China so as to identify those
factors that are more related to English learning, and to
eliminate those affective factors that are less related.
Research should next be directed to more specific classroom
techniques that help to make the classroom an optimal
educationo-psychological environment for learning to take
place. In addition, serious consideration should be given to
another much neglected dimension of affective conditions: the
change of affect over time.
NOTES:
Chapter I
1. Allport, G.W., 1935, Attitudes, In Murchison, C.M.
(ed.). Handbook of soci al psychol oov. Clark University Press.
Cited in Sha, Lianxiang, 1987. Social psychology. Beijing:
I he People's University Press, p.239.
Chapter 11
1. In his discussion questions, Oiler (1979:145) asks: Are
intuition concerning the nature and effects of attitudes apt
to be less reliable than tests which purport to measure
attitudes?.
2. With this he attacks Guiora as well on his Micro Momentary
Expression test. For a detailed discussion, see Oiler,
1979:113-116.
3. This study is cited and discussed in Gardner 1985, p.69.
4. This study is also reviewed by Gardner 1985, p.70.
5. Pierson, H. and Chan, J. 1984. The effects of reading in
Chinese and English on perceived ethnolinguistic vitality.
Paper presented at The 10th International Conference on
Readino. Hong Kong. This study is reviewed in detail in
Pierson (1987).
6. Taylor, L., Guiora, A. Z., Catford, J.C. and Lane, H.L.
1969. The role of personality variables in second language
behavior. Cited in Schumann, 1975.
7„ For a comprehensive review of the empathy studies, see
Schumann, 1975. pp. 220—228.
8. Others doubt on the validity and reliability of the
measures of language proficiency as well (Cf. Tucker 1981).
9. The first time Chinese people felt the urgent need to
learn foreign languages followed the sudden realization of
the nation's backwardness when the gate to the West was
gunned open in 1840. In fact, this stage was characterized by
the enthusiasm to Western Studies which included the study
of Western Languages and Western Knowledge and Skills.
The Western Studies were aimed at two purposes. One was to
resist the enemies, the other was to make the nation rich
and its people strong. For instance, Wei Yuan (1849. Cited
in Chen, 1979), a -famous re-formist in the late Qing Dynasty,
is well quoted as saying that learning from the West
(including the learning of the Western languages) was to
deal with the foreigners using the foreign skills. The
painstaking process of learning from the West has been
lasting tor nearly 150 years. When modernization was once
again made a slogan at the end of the 1970's, the need for FL
learning has again been thriving.
10. Shortly after the establishment of the People's Republic
of China in 1949, there was a period when English was
regarded an imperialist language, and Russian replaced
English in school curricula. During the Cultural Revolution
in the late 6U's and early U's, a well known slogan was
Revolutionary work can be done without A B C! and foreign
languaiges disappeared as school courses.
11. For example: the iron rice bowl system in the
assignment of university graduates makes students slack.
Chapter III
1. Some subjects answered a very small percent of the
questions and filled in only a few blanks in the cloze
passage. Obviously, they did not have the patience to
complete the job. Some ticked the same choice all the time,
e.g. all answers were a's or b's. Some did the cloze but not
the questionnaire. Some subjects answered questions on every
other page. Others returned their handouts with only the
personal data filled in. Such data were either of little use
or unreal. Therefore, they were taken out of the data base.
2. Gardner (1985) defines motivational intensity
operationally as the amount of effort the individual expends
(or, in some instances, would be willing to expend) in order
to learn the second language (p.53). Yet his questionnaire
separates the effort and desire into two constructs,
referring to the former as motivational intensity and the
latter as desire to learn French (1985:182-183). In the
present study, motivational intensity (MI), one of the two
dependent variables, is operationalized by combining the.
effort and the desire together.
3. Generally speaking, there are two means of variable
construction. When a theory is meant to be tested, variables
can be constructed directly according to the theory or they
can be drawn indirectly through a factor analysis, the
outcome of which is compared with the original theory to show
its validity. The problem with the latter means is that it
may well be possible that factors from a factor analytic
technique are hard to interpret, thus making it more
difficult, to interpret relations of these factors with the
dependent variables. The former means, on the other hand, is
often attacked on its invalidity. Therefore, this study
avoided the use of single items for the measurement of
affect. Each independent variable of affect embrace 4-6
items. In addition, item analysis was carefully done, and an
inker rial consistency reliability analysis was performed to
demonstrate the content validity of the measures,.
4. lake the following sentences for example:
...She [Joe's sister] let him [Joe] (borrow)
her suitcase because he didn't have (one) of
his own. When everything was (all) ready, he
got his father to (drive) him to the station
and the (whole) family went along. Of course,
his (mother) insisted on kissing him good-bye
in (spite) of his embarrassment....
Understandably, no one provided the exact words of
borrow and drive, and only one subject filled in the word
mother in my pilot study. For, a Chinese sister will seldom
lend a suitcase to her brother in these circumstances.
Instead, she will give it to him; a Chinese father seldom
drives his child to school since he cannot afford a car;
and Chinese people usually do not kiss each other good-bye
except for some extremely fashionable young couples.
5. It was extremely unfortunate that a month before I was due
to go back to Hong Kong for the oral defense, I lost 32 disks
which included all my data, the updated thesis, SPSSPC
programs, and other valuable materials. The present version
of the thesis was retyped before the oral defense.
Chapter IV
1. Four variables entered the equation for the Beijing
subjects in accounting for MI. They were: Attitudes Towards
Learning Experience (r=.62, p.01; Beta=.62, p.01), Self-
perceived Level Among Peers (r=.53, p.01; Beta=.33, p.01),
Integrative Orientation (r=.03, NS; Beta=-.27, p.05) and
Interest in Target Language (r-.55, p.01; Beta=.32, p(.05).
Another variable with a probability level of .06 was
Resistance Psychology. The four entered variables accounted
for 56% of the variability.
When PROFIC was the dependent variable, two independent
variables passed the significance level of .05, namely,
Attitudes Towards Course (r =.37, p.V1; Beta—.3, p%.U1) and
Anxiety (r——.37, p. V1; Beta——. 30, p.. 01). R square was. 2b.
Unfortunately, no variables were entered to account for
MI of the Guangzhou subjects. One variable entered the
equation in explaining PROFIC of the subjects in Guangzhou,
namely, Anxiety (r=-.61, p.05; Beta--.61, p.05). Another
variable which was slightly beyond .05 was Interest in
Foreign Languages (Beta=.48, p-.07). Anxiety alone explained
30% of the variability. It should be noted that these results
can hardly be considered meaningful as 11 subjects are far
from being statistically sufficient.
A t-test was again conducted to see the differences
between subjects in Guangzhou and subjects in Beijing in
responding to the 14 independent variables (Appendix IV-b).
Responses to three of these variables were found to be
gnificantly different.Subjects in Guangzhou tsnded to
report more Vocationalacademic Needs (p-„02)„ more Self-
achievement Needs (p=.005) and more Interest in Target
Language (p. U J.) t(ian t hei r Beijing coun t er-parts,,
Chapter V
I- In 1977, Oiler, Baca and vigil reported a negative
relation between attitudes of Mexican—American women workers
and their English proficiency (cf. pp.42-43). Commenting on
this, Gardner (1980:266) admitted that negative attitudes in
some contexts could be a strong motivating force for some
people. One could immediately ask:But in what contexts? For
what people? This section offers an explanation of this
issue.
2. Note that although resistance psychology negatively
predicted MI and PROFIC of the English majors, it does not
mean that low resistant psychology would definitely result in
high MI and PROFIC. A careful observation of Table 4.5 and
Table 4.8 leads one to believe that little or no resistance
psychology is the prerequisite for high motivation which is
instigated by largely an interest in the target language and
an interest in foreign languages in general. But a high
resistance psychology would definitely stifle MI and hence
PROFIC of the English majors.
3. In fact, some of the good students may be more
particular about their dull English course and incompetent









































6. Eeijing, as China's capital, is the most orthodox city,
whereas Guangzhou, situated near Hong Kong, represents a city
that has benefited most from China's recent open-door policy.
Aonendlx I-a The Unoobionnaire (Chinese Version)
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絕 對 不 問 想 范 木 不 冏 灯 基 木 问 想 絕 對 問 泣
18, 我 祐 轺 能 颉 原 文 的 外 闽 文
學 ， 而 不 足 翻 譯 作 品 。
四 方 人 歧 祝 我 們 中 帮 民 族
0
我 忘 不 了 西 方 人 侵 略 中 國
的 罪 惡 。
我 喜 掀 諛 任 何 英 文 之 諛 物
0
我 學 英 語 是 為 了 使 自 己 接
受 见 金 而 的 教 裔 。
四 方 文 化 是 腐 朽 的 、 堕 落
的。
我 缌 認 為 其 他 同 學 說 英 語
比 我 好 。 ’
我 對 說 英 語 國 家 的 風 土 人
悄 很 感 興 趣 。
我 父 劻 認 為 我 腿 花 更 多 時
問 學 英 語 。
中 學 和 大 學 的 英 語 課 都 給
我 贸 下 愉 快 的 印 象 。
幾 乎 所 冇 我 的 英 語 老 師 邡
不 倣 慢 。
我 努 力 舉 英 語 是 為 以 后 工
作 的 猫 迎 。
找 學 英 龉 是 為 了 到 說 英 龉
的 社 會 去 。
我 極 願 學 英 語 。
找 缌 筘 塑 自 己 能 颉 外 文 的
報 刊 雜 誌 。
不 少 外 刷 人 在 屮 顾 胡 作 非
為。
要 諷 洋 人 知 道 中 國 人 並 不
比 他 們 差 。
我 對 英 語 語 宫 很 感 肫 趣 。
拙 外 紐 的 人 受 人 拽 诅 ， 所
1:1~
災 轺 足 资 本 主 义 、 帝 闽 主
义 的 轿 宫 。
找 在 災 肋 现 上 說 詁 卟 她 怕
出 錯 。
我 莰 鉍 瓯 方 人 的 也 活 方 式
我 父 即 鼓 動 我 取 贝 語 。
在 我 的 印 浓 屮 ， 贝 語 议 都
很 张 勋 。
娥 乎 所 冇 我 的 诞 肪 老 師 都

















































如 果 學 外 語 不 會 給 我 以 后
的 生 活 ， 工 作 、 學 習 帶 來
任 何 好 處 ， 我 就 不 會 學 英
語。
我 學 外 設 是 為 了 使 自 己 更
象 一 個 外 國 人 。
我 不 會 被 人 強 迫 學 英 語 。
我 真 希 望 學 會 許 多 種 外 語
。
近 代 的 中 國 深 受 西 方 人 的
侵 略 。
我 們 要 打 擊 外 國 人 的 囂 張
氣 焰 。
我 總 是 擠 出 時 問 來 多 學 些
英 語 。
如 果 我 會 英 語 ， 我 的 地 位
西 方 人 倣 慢 無 褶 ， 諶 人 討
厭 。
我 怕 我 說 英 語 時 其 他 同 學
會 笑 我 。
我 對 英 語 世 界 的 文 學 世 術
很 感 興 趣 。
我 父 母 對 任 何 與 我 的 英 昭
課 有 關 的 東 四 都 感 肿 趣 。
一 般 說 來 ， 英 詰 課 都 很 有
惯 值 。
我 的 英 語 老 師 大 都 能 勝 任
。
我 學 英 語 是 為 了 應 付 各 種
考 試 。
我 的 男 （ 女 ） 朋 友 的 母 語
是 英 語 ， 所 以 我 努 力 學 英
學 英 語 纯 碎 是 浪 費 時 間 。
學 校 不 要 求 外 語 我 也 會 學
一 門 外 語 的 。
如 果 學 校 科 目 中 有 許 多 種
外 語 可 以 選 擇 ， 我 一 定 選
西 方 文 化 中 沒 有 什 麽 值 得
我 們 學 習 的 東 西 。
與 英 龉 水 平 比 找 低 的 人 説
英 語 我 發 揮 得 最 好 。
如 果 學 校 沒 有 英 語 課 ， 我
也 要 學 好 英 語 ， 因 為 我 對
西 方 的 社 會 文 化 感 興 趣 。
我 父 母 給 我 指 出 行 業 后 英
語 的 重 人 性
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Appendix I-b
The English Translation of the Questionnaire
Dear Friend,
The questionnaire is designed for my M. Phil. thesis.
Its purpose is to study how college students learn English.
Please remember that there are no right or wrong answers.
Your personal views are valuable. Therefore, please answer
the questions according to your own opinion. The success of
this investigation relies upon your kind co-operation.
The investigation is purely academic. It does not
include anything political. Moreover, your answers will be
kept in strict confidence. You need not give your name.
After you have finished the questionnaire, please fill
in the blanks in the cloze passage. There are altogether 50
blanks in this passage. Each blank requires only one word.
Please read the whole paragraph first to get a general
understanding of it, then fill in the blanks, and check your
answers when you have finished.
Thank you very much for your co-operation!
Gu Yongqi
The Chinese University of Hong Kong
Part I
Do you agree with the following statements? Please tick (V) one that
suits you most among the five alternatives.
Absolutely Moderately No Moderately Absolutely
disagree disagree opinion agree agree
e.g.: I'm a student.
1. If I don't have vocational or
academic needs after graduation,
I wouldn't go on learning English.
2. I learn English because I want
to make friends with Westerners.
3. I enjoy learning English.
4. I hope I can speak pure
foreign languages.
5. Westerners look down upon us
Chinese.
6. I think that a Chinese should
learn English to deal with
foreigner using foreign ways.
7. English is an elegant language.
8. I learn English to make myself
a knowledgeable person.
9. I don't like Westerners.
10, I feel embarrassed answering
questions in the English classes,
11. I like Western culture.
12. My parents try to help me with
my English.
13. My English classes have been
important to me since I was in
high school.
14. My English teachers have been
friendly since I was in high
school.
15. If all the books I need had
English versions, I wouldn t
learn English any more.
16. I learn English in order to
meet and converse with
foreigners.
17. English should be one of the
most important school subjects.
18. I hope I can read original
versions of foreign literature,
not their Chinese translations.
19. Westerners discriminate against
the Chinese nation.
20. 1 can't forget the Westerners'
invasion of China.
21. I like to read any readings in
English.
22. I learn English in order to
make myself better educated.
23. The Western culture is decadent,
rotten.
24. I always think that others
speak better English than I do.
25. I'm interested in the customs
of the English world.
26. My parents think I should
devote more time to my
English studies.
27. My impressions on the English
classes in both high schools and
college are satisfactory.
28. Almost none of my English
teachers are arrogant.
29. I learn English because I may
need it in my future work.
30. I learn English in order to
go to the English-speaking
world.
31. I like to learn English.
32. I hope I can read journals in
foreign languages.
33. Foreigners always don't behave
themselves in China.
34. We should let the foreigners
know that we are no less able
than they are.
35. I'm very interested in the
English language.
36. Knowing a foreign language is
respectable, so I learn English.
37. English is the imperialists'
language.
38. I'm always afraid of making
mistakes when speaking in
English classes.
39, I admire the ways of living
in the West.
40. My parents encourage me to
learn English.
41. In my impression, all English
classes are lively.
42. Almost all my English teachers
frank.
43. If English learning couldn't
bring me any benefits to my
future life, work, or studies,
I wouldn't have learned English.
44. 1 learn foreign languages in
order to make myself more like
a foreigner.
45. I shouldn't be forced to learn
English.
46. How I wish I could speak many
foreign languages!
47. China has been invaded barbarously
by Westerners.
48. We should humble the pride of
the foreigners.
49. I always press myself to learn
more English.
50. My social status would be higher
if I know English.
51. Westerners are arrogant and
resentful.
52. I'm afraid of being laughed at
when 1 speak English.
53. I'm interested in the art and
literature of the English
world.
54. My parents are interested in
anything relevant to my English
courses.
55. Generally speaking, English
courses are valuable.
56. Most of my English teachers are
qualified.
57. I learn English for the purpose
of passing examinations.
58. English is the mother tongue of
my boygirl friend, therefore I
learn English.
59. Learning English is but a
waste of time.
60. I will learn a foreign language
even if it is not required in
school.
61. If there are many foreign
languages to choose, I would
definitely choose English.
62. Nothing in the Western culture
are worthy of learning.
63. My English is the best when I
speak with those whose English
is less proficient than mine,
64. I would learn English even if
it is not required in school,
for I'm interested in Western
culture.
65. My parents have stressed the
importance English will have
for me when I leave school.
66. On the whole, my English
courses are necessary.
67. Most of my English teachers
are considerate.
68. I think that learning English
is boring.
Part II
There are three alternatives in each of the
following items. Please tick() before the
one that suits you most.
69. I actively think about what I have learned in my English
class:
a) very -frequently, b) hardly ever, c) once in a while.
70. If English were not taught in school, I would:
a) pick up English in everyday situations (i.e., read
English newspapers, try to speak it whenever possible,
etc.).
b) not bother learning English at all.
c) try to obtain lessons in English somewhere else.
71. When I have a problem understanding something we are
learning in English class, I:
a) immediately ask the teacher for help.
b) only seek help just before the exam.
c) just forget about it.
72. When it comes to English homework, I:
a) put some effort into it, but not as much as 1 could.
b) work very carefully, making sure I understand
everything.
c:) just skim over it.
o. Considering how I study English, I can honestly say that I
a) do just enough work to get along.
b) will pass in the basis of sheer luck or intelligence
because I do very little work.
c) really try to learn English.
If my English teacher wanted someone to do an extra
English assignment, I would:
a) definitely not volunteer.
b) definitely volunteer.
c) only do it if the teacher asked me directly.
5. After I get my English assignments back, I:
a) always rewrite them, correcting my mistakes.
b) just throw them in my desk and forget them.
c) look them over, but don't bother correcting
mi stakes.
76. When I am in English class, I:
a) volunteer answers as much as possible.
b) answer only the easier questions.
c) never say anything.
77. If there were English programs in the TV., I would:
a) never watch it.
b) turn it on occasionally.
c) try to watch it often.
78. When I hear an English song on the radio, I:
a) listen to the music, paying attention only to the
easy words.
b) listen carefully and try to understand all the
words.
c) change the station.
79. During English class, I would like:
a) to have a combination of English and Chinese spoken.
b) to have as much Chinese as possible spoken.
c) to have only English spoken.
80. If I had the opportunity to speak English outside of
school, I would:
a) never speak it.
b) speak English most of the time, using Chinese only
if really necessary.
c) speak it occasionally, using Chinese whenever
possib1e.
81. Compared to my other courses, I like English:
a) the best.
b) the same as all the others.
c) 1 east of all.
82. If there were an English club in my school, I would:
a) attend meetings once in a while.
b) be most interested in joining.
c) definitely not join.
83. If it were up to me whether or not to take English, I:
a) would definitely taxke it.
b) would drop it.
c) don't know whether I would take it or not.
84. I find studying English:
a) not interesting at axil.
b) no more interesting than most subjects.
c) very interesting.
85. If there were English-speaking families in my
neighborhood, I would:
a) never speak English with them.
b) speak English with them sometimes.
c) speak English with them as much as possible.
86. If I had the opportunity and knew enough English, I
would read English magazines and newspapers:
a) as often as I could.
b) never.
c) not very often.
Part III
Personal Data
Sex_ Age, Place of birth.
Nationality University
Department Grade Major




1. Below primary school 2. Primary school 3. High school
4. College graduate
Your mother's educaxtion:
1. Below primary school 2. Primaxry school 3. High school
4. College graduate
Your -father's English: No ability 1 2 3 4 5 Very well
Your mother's English: No ability 1 2 3 4 5 Very well
Do you need to communicate in English in everyday li-fe?
Absolutely no need 1 2 3 4 5 Absolutely need
What other -foreign languages do you know beside English?
How many English-speaking -friends do you have?
How many -foreign teachers have taught you?
In college In high school
Your English score in the National Entrance Examination to
college:
Your English level now:
Listening: No ability 12345 Very well
Speaking: No ability 1 2 3 4 5 Very well
Reading: No ability 12345 Very well
Writing: No ability 1 2 3 4 5 Very well
Overall: No ability 1 2 3 4 5 Very well
Please assess your English level among your classmates in
your department:
The poorest 1234 5 The best
Thank you again for your kind co-operation!
Please turn to the cloze passage.
Appendix 1—c: The Cloze Passage
In large universities, beginning science courses are
often taught by groups of staff members instead of by
individual professors. Each series of lectures is presented
a different lecturer. The lecturers are
according to the areas of a in which they have done
research. lectures are presented in large
auditoriums, they are often attended by as
as 200 students.
In addition to to lectures, the students are
required attend quiz or test sections which
supervised by assistants. In the quiz the lectures
are discussed and text are assigned. Quizzes are
given regularly a week, and the quiz grades
recorded and averaged at the end the semester. Many
students aren't used taking weekly quizzes and they
don't this system at first. Once they used
to it they like it they find that it helps them
up to date in their assignments.
experience is also provided for in
beginning science courses. Each student must certain
assiqned experiments, some of which complicated
equipment which must be set by a lab assistant.
Sometimes two working on the same experiment check
other's results. This practice is advantageous
long as each student does his axnd has
confidence in his own. It is unprofitable when one
fellow depends on the other for the answer.
Besides these lectures, quizzes, and experiments,
science? students also make oral on assigned
research projects.
A science who is really interested in his
won't depend on someone else to his work
for him. He will carefully to the lectures and he
attend all of the meetings of; quiz
section. He will look forward each new assignment
and he will limit his reading to the text
will insist on having a list supplementary readings.
He may ask his for one or he may borrow
from a graduate student in his. He won't object to
doing an over several times if his lab
isn't satisfied with his results. Only this way can
the student really the material he is studying. Only
in this way can he acquire a good foundation in the
fundamentals of the subject.
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Appendix Il-b
instructions for the questionnaire
Please remind the subjects that:
1. they are expected to answer axil the items;
2. pages 1 and 2 are on the same piece of paper, and so
are pages 3 and 4;
3. the time limit is 60 minutes which can be expanded
somewhat if necessary;
4. they are not expected to consult each other for
answers; and
5. they are not expected to look up new words in
dictionaries when filling in the cloze passage.
P1 ease ex plain:
1. when subjects are not familiar with non-simplified
Chinese characters;
2. that (item 6, Part I) could be
understood as to deal with foreigners using the
foreign ways;
3n when a subject's answer is not among the 3
alternatives in Part II, they should tick one of
the three that is most near in meaning to hisher
answer;
4. that the 1 2345 (page 5, Part III) is a five
point scale among which 1 means the poorest or no
ability whatsoever, whereas 5 signifies the best
or very proficient. The higher the number, the
better. In much the same way, 1 means absolutely
no need and 5 absolutely need. The higher the
number, the more need.
PLEASE DISTRIBUTE THE QUESTIONNAIRES AMONG FRESHMEN












































































































































































































































































































































































































































































































































































































































































Comparing Means of 14 Variable
Between. English Majors and Non-English Majors
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Comparing Means of 14 Variables
Between Subjects in Beijing and Subjects in Guangzhou
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